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This exploratory and descriptive case study concentrated on a singular entity – the HBCU 
Collaboration for Excellence in Educational Quality Assurance (CEEQA). This convening took 
place June 21-22, 2018, on the historic Morehouse School of Medicine campus in Atlanta, GA. 
CEEQA was purposefully selected for its pioneering assembly of the study’s participants – 
retired and practicing HBCU assessment and institutional effectiveness professionals. The goal 
of this study was to develop in-depth and rigorous matrices and evidence that highlights what 
HBCU students know and are able to do once they graduate. Crenshaw’s intersectionality 
framework and the following research questions guided the exploration of the experiences of the 
participants: What are some assessment approaches that takes various needs of different student 
populations, for instance, culture and diversity, into consideration? What has worked well on 
HBCU campuses to guide improvement while leveraging accountability expectations? How do 
HBCUs demonstrate student learning in various ways while also being transparent about 
learning that is taking place?  
Transcribed interviews, including a focus group, and the use of field notes and document 
analysis yielded the data, while QDA Miner Lite Qualitative Text Analysis software was utilized 
to solidify the data analysis. The findings suggest HBCUs unwavering commitment to their 
mission and diverse student populations ignites the passion that is their non-traditional 
assessment approaches. HBCUs are making a concerted effort to balance accountability drivers 
with authentic learning experiences as they do not solely focus on accountability but also 
creating safe spaces for meaningful evidence-based student learning outcomes.  
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I said to the man who stood at the Gate of the Year, 
"Give me a light that I may tread safely into the unknown." 
And he replied, "Go out into the darkness, and put your hand into the hand of God. 
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All higher education institutions are responding to rapid transformation where 
transparency, accountability, and evidence of positive student learning drive the conversation 
(Ewell, 2009). For instance, students and parents want to know if institutions’ alumni are 
employable and if the cost of attending was worth it. According to Long (2010), while beneficial 
and important, higher education is an expensive investment. She goes on to say current tools 
regarding return on investment offer incomplete information with little about student outcomes 
after college (Long, 2010). And although Long (2010) was speaking in terms of monetary costs 
(expenses, debts, defaults, etc.), colleges and universities must be ready to make an argument 
and convince people that that institution is worth the cost (time, effort, future opportunities, etc.) 
to attend (Kuh et al., 2015).  
Likewise, the higher education community must be able to demonstrate that student 
learning outcomes are being acted out in life, where students develop the habits and abilities that 
are identified as critical. In other words, what kind of outcomes are students achieving as a result 
of the curriculum?  Hutton et al. (2012) asked 
What are students able to do because of it [curriculum] – in their careers and community 
life? The parent writing the check for X amount of money wants to know, “what is my 
child getting for this money?”  One thing is, obviously, a job. But what else has their son 
or daughter obtained?  Is he or she more mature? More reflective?  Wiser?  More 
compassionate?  
Another question to consider is if graduates are able to work with people with diverse 




misperceptions, and to help them sort through their options and avoid “bad” schools when 
making decisions on where to attend and invest their resources (Long, 2010). 
Equally important is the ability to effectively communicate results of assessment, or the 
process an institution undertakes to gather and present evidence of improved student learning 
and institutional improvements, and what they mean to specific audiences (Kinzie, Hutchings, & 
Jankowski, 2015). Assessment is an effective mechanism by which to know what institutions are 
doing and includes evidence of the skills, knowledge, and dispositions a graduate should have. In 
short, through evidence of student learning, students, parents, policy makers, and the federal 
government should receive an agreeable message with different contexts regarding institutional 
outcomes. Table 1, displayed below, lists stakeholders, their possible concerns, and messaging.  
Table 1 
Stakeholder concerns and messaging  
 
Historically Black Colleges and Universities (HBCUs), like other higher education 
institutions, must also be responsive to the public by providing evidence of student learning. An 
HBCU is a college or university that existed before 1964, and has a historic and contemporary 
mission of educating African Americans while being open to all students. HBCUs historically 
Stakeholder Stakeholder concerns Message  
Prospective students How will I measure up? What kind of job can I get 
when I graduate? 
Prospective parents Real learning future 
employment 
Preparation for careers 
Prospective faculty Quality, Resources Meaningful contributions to 
students’ lives 
The Public Ivory Tower, Liberal bias Ratings/Rankings 
Legislator Responsive to citizens, public 
good 
Concerns about quality, costs, 
biases, etc. 
Funding agencies/foundations Evidence of an institution’s 
quality 




have served large populations of underrepresented, low-income, first-generation, and students of 
color (Nahal, Thompson, Rahman, & Orr, 2015), while being severely underfunded (Anderson, 
1988; Toldson, 2016; Wooten, Melissa, 2015). Thus, it is important to know how HBCUs 
respond to internal tensions (various needs of diverse student population) and external tensions 
(potential families, the public, funding agencies, legislators, etc.).  
For all institutions of higher education, documenting and sharing what students and 
alumni have accomplished and using this information effectively to guide improvements is a 
strategic necessity. For HBCUs, public pressure for more accountability requires substantial 
evidence of student learning and achievement. At the same time, HBCUs are faced with historic 
lingering funding challenges (Cheek, 1972) and new demands and expectations from their 
constituents. Responding to these pressures and being transparent about meaningful educational 
experiences is vital to the long-term success of any institution, particularly at HBCUs. 
With questions of quality and much to prove to various audiences – communicating 
effectively and being transparent about the role of the institution in furthering student learning 
while fostering a space where deep learning can unfold within a supportive yet challenging 
environment, means that institutions need to move beyond transparency as simply making 
information publicly available. Instead, the stories of HBCU successes and processes that help 
their students reach learning attainment need to be more broadly shared.  
HBCUs’ strength that defines what makes them successful is their culturally relevant 
assessment practices (Montenegro & Jankowski, 2017), but how have they communicated (or 
how are they communicating) their success stories? This study provides insight into the positive 
and negative aspects of accountability and transparency and unpacks the present assumptions 




Again, the higher education community must be able to demonstrate that student learning 
outcomes are being acted out in life, where students develop the habits and abilities that are 
identified as critical. If higher education institutions just quietly share this information among 
themselves, and don’t consider how student learning outcomes assessment makes a real 
difference in society, then they face the risk of a decline in the supporters they desperately need – 
in Congress, on school boards, and elsewhere in our communities – and possibly are unable to 
make the case – in terms of value and worth – for the higher education community writ large. 
Statement of the Problem 
There is very little knowledge about assessment, accountability, and student learning 
outcomes at HBCUs. Conversely, there is a significant problem in the current literature on 
student learning at HBCUs in that it has been studied primarily from a western European 
ideology (Arroyo & Gasman, 2014; Ewell, 2002; Hood & Hopson, 2017). This is problematic for 
many reasons, namely because western European philosophy does not consider diverse cultural 
contexts in which identities are constructed, or the effect of these social contexts on students 
studying at HBCUs. 
Purpose of the Study 
The purpose of this exploratory and descriptive qualitative study was to determine the 
practice of assessment, accountability drivers, transparency mandates, and meaningful student 
learning and engagement at Historically Black Colleges and Universities. Toward that end, this 
research study engaged intersectionality (Crenshaw, 1989) as a framework to examine and 
address the manner in which racial, class, and other discriminatory systems coalesce to create 
inequities that structure the relative position of HBCUs within the higher education landscape. 




resistance focuses on the specialized knowledge created by HBCU connoisseurs and clarifies a 
standpoint of and for HBCUs (Crenshaw, 1989).  
The critical factor linking intersectionality to this study of assessment, accountability, and 
student learning outcomes at HBCUs is the emphasis on the inequities that must be considered to 
understand fully the impact of structural oppression in the higher education landscape. 
According to Crenshaw (1991), through an awareness of intersectionality, we can better 
acknowledge and ground the differences among us and negotiate the means by which these 
differences will find expression in constructing group politics (p. 113). Moreover, 
intersectionality allowed me to examine experiences, through a holistic analysis of how race, 
gender, class, age, sexual orientation, and other forms of discrimination interact to influence and 
complicate processes within and around HBCUs.  
Again, there is a significant problem in the current literature on assessment and HBCUs 
in that it has been studied primarily from a western European ideology (Arroyo & Gasman, 
2014; Ewell, 2002; Hood & Hopson, 2017). Such a framework does not take into account diverse 
cultural contexts in which identities are constructed, or the effect of these social contexts at 
HBCUs (Nahal et al., 2015). Intersectionality, however, is recognized as a conceptual and 
methodological approach that confronts the challenges of higher education stratification. 
Therefore, the basis of this study was to explore in part how different forms of domination 
intersect (Cho, Crenshaw, & McCall, 2013; Collins, 1989) within the higher education landscape 







Significance of the Study 
Despite their widespread challenges, (i.e. funding inequities, financial mismanagement, 
low endowments, etc.) HBCUs continue to be at the forefront of the struggle to deliver and 
expand educational opportunities that positively influence life chances for their students and 
graduates, which in turn, positively impacts U.S. postsecondary education. As predominantly 
White institutions (PWIs) continue to struggle with issues of diversity and access, HBCUs have 
performed well in this area (Nahal, et al., 2015). Furthermore, the numerous challenges that face 
the field of higher education in general, such as successfully matriculating underprivileged 
students, mentoring underprepared students, and addressing severe financial constraints, are 
especially crucial: HBCUs have historically tackled these challenges – in their most dire/diverse 
form – yet still persevere and succeed  
The findings of this study aid the understanding of HBCU assessment strategies and how 
HBCUs communicate their success stories. The findings may be particular to the HBCU context, 
but also may have some level of applicability to the wider phenomenon of student learning 
outcomes in higher education. It will serve the higher education community and future 
researchers as it uncovers how HBCUs respond to numerous challenges, including funding 
inequities, matriculating and graduating large populations of underrepresented, low-income, 
first-generation, and students of color. Lastly, this study pushes the present theories about 
HBCUs, specifically, student learning outcomes at HBCUs, through its usage of intersectionality 
as a framework that is not often applied to this phenomenon. This research gives voice to 
assessment professionals and leaders serving the HBCU community.  Additionally, this research 






The ultimate goal of this study was to develop in-depth and rigorous matrices, not only of 
the distinctive experiences, characteristics, and culturally relevant teaching and assessment 
practices, but also evidence that highlights what HBCU students know and are able to do once 
they graduate. To understand this phenomenon, this study addresses the following research 
questions: 
1. What are some assessment approaches that takes various needs of different student 
populations, for instance, culture and diversity, into consideration?  
2. What has worked well on HBCU campuses to guide improvement while leveraging 
accountability expectations? 
3. How do HBCUs demonstrate student learning in various ways while also being 
transparent about learning that is taking place? 
Delimitations and Limitations 
This study focuses on Historically Black Colleges and Universities as they relate to 
assessment, transparency, and student learning outcomes. Limiting the study to HBCUs is useful 
because of my interest in HBCU students’ learning outcomes. A study at PWIs, though some are 
doing interesting work in assessment, would change the scope of my study. 
Due to constraints of time, one of the main limitations of this study is that it captures only 
one snapshot in time of what HBCU assessment and institutional effectiveness professionals are 
doing in the area of assessment and student learning outcomes. Much planning is being done and 
the landscape for a network and collaborative for HBCU assessment professionals is in high 




provide a space from which the HBCU assessment professional community can continue to grow 
and discuss.  
In addition, the study is limited by the degree of candor and access that my participants 
granted me during my visit or what is publicly available (websites, publications, organizations, 
etc.). Though I dedicated the same amount of time to my one-on-one interviews, some were 
more interested in my research and provided me more information than others. Moreover, this 
study is one-sided, because I did not examine how accreditation influenced what was actually 
being done on HBCU campuses or if the assessment activities on these campuses were indeed 
being driven by what accreditors expected. Therefore, this study only offers the perceptions of 
my participants’ efforts on the respective campuses in guiding their assessment activities.  
Definition of Terms 
Accountability: the demand by a community (public officials, employers, and taxpayers) 
for institutions of higher education to prove that money invested in education has led to 
measurable learning.  
Assessment: a regular and thoughtful practice of articulating and assessing student 
learning outcomes and subsequently using the gathered information to improve student learning. 
Furthermore, it is the process of an institution gathering and presenting evidence that address 
questions such as, “are students learning what the institution said they would, and, are students 
acquiring mastery of necessary knowledge and skills?”  
Case Study: an empirical inquiry that investigates a contemporary phenomenon in depth 
and within real-life context, especially when the boundaries between phenomenon and context 




Focus group: a qualitative data-collection method that relies on facilitated discussion, 
with 3-10 participants who are asked a series of carefully constructed open-ended questions 
about their attitudes, beliefs, and experiences. 
Historically Black Colleges and Universities: a college or university that existed before 
1964, and has a historic and contemporary mission of educating African Americans while being 
open to all students. HBCUs were founded to contest the general practice of exclusion in higher 
education based on discriminatory policies that directly or indirectly kept many from having 
access to education.  
Intersectionality: a critical theory to describe the ways in which oppressive institutions 
such as racism, sexism, homophobia, transphobia, ableism, xenophobia, and classism, are 
interconnected and cannot be examined separately from one another (Crenshaw, 1989). 
Student Learning Outcomes: specific descriptions (statements) of what a student will 
know and be able to do upon completion of a course, program, or degree. 
Chapter Overview 
Public pressure for more accountability requires substantial evidence of student learning 
and achievement, particularly at HBCUs. This study addresses the lack of literature on 
assessment and student learning outcomes at HBCUs; in addition, this study examines internal 
and external pressures and how HBCUs respond to demands for accountability. Because too little 
research-based literature exists in this area of study, this project ignites more curiosity regarding 
HBCUs in the higher education landscape and field of assessment.  
Additionally, the results of this study inform our understanding and may be utilized as a 
guide to develop and promote academic, personal, and professional success among all students, 




endeavors at HBCUs to support and assess student learning while providing information that can 
be replicated at PWIs as they address shifts in student populations.   
Chapter two, the literature review concentrates on three different topics: 1) an overview 
of assessment, 2) Historically Black Colleges and Universities, and 3) the two topics as they are 
merged together. Chapter three sets forth the methodology and articulates the methods of 
analysis. It describes the project as a case study and I also describe my motivation for pursuing 
this topic. The chapter introduces intersectionality as my chosen framework, which addresses 
how racial, class, and other discriminatory systems coalesce to create inequities at HBCUs. 
Chapter four offers a profile of each institution affiliated with the inaugural convening of the 
Collaboration for Educational Excellence in Quality Assurance. Chapter five presents an 
overview of the study’s findings and explores intersectionality framework that addresses not just 
the HBCU lens, but how that lens intersects with assessment, accountability, and transparency. It 
also explores the dynamic of accountability and transparency, and how HBCUs provide 
thoughtful, culturally relevant assessment practices. The sixth and final chapter presents an 

















Assessment and Historically Black Colleges and Universities: Framing the Conversation 
The literature review concentrates on three different topics: 1) an overview of 
assessment, 2) Historically Black Colleges and Universities, and 3) the two topics as they are 
merged together.  
An Overview of Assessment 
Assessment has a broad reach with regard to understanding and definition. Ratcliff, 
(1996), defines assessment as the process of defining, selecting, designing, collecting, analyzing, 
interpreting, and using information to increase students’ learning and development (p.5). Banta 
and Associates (2002), define assessment as a systematic collection, review, and use of 
information about educational programs undertaken for the purpose of improving student 
learning and development. The Higher Learning Commission (HLC) – an organization tasked 
with the regional accreditation responsibilities for post-secondary education – defines assessment 
as a participatory, iterative process that provides data institutions need on their students’ 
learning, engages the college and others in analyzing and using that information to confirm and 
improve teaching and learning, produces evidence that students are learning the outcomes the 
institution intended, guides colleges in making educational and institutional improvements, 
evaluates whether changes made improve/impact student learning, and documents the learning 
and institutional efforts. And, according to Ewell (2009):  
the most established definition [has its roots in the mastery-learning tradition], where 
assessment referred to the process used to determine an individual’s mastery of complex 




feedback on individual performance, symbolized by the etymological roots of the word 
assessment in the Latin ad + sedere, “to sit beside” (p. 9). 
In considering each previously mentioned assessment definition, I conclude that 
assessment is a regular and thoughtful practice of articulating student learning outcomes, and 
encompasses the process of asking and answering questions that seek to align stated outcomes 
with documentable evidence. It involves specifying the desired learning outcomes – knowledge, 
skills, attitudes – that are expected to result from the learning experience, examining the degree 
to which those outcomes have been achieved, and then adjusting the instructional program based 
on the evidence.  
Contextually, in U.S. higher education institutions, assessment deals with courses, 
programs, policies, procedures, and operations. Assessment is an effective way to know what 
institutions are doing and includes the skills, knowledge, and dispositions a graduate should 
have. Assessment gives institutions a better understanding of what students are getting from their 
programs. 
Historically, higher education institutions assessment activities either 1) depend on some 
external pressure (or quality control) and responsiveness to accountability levers; or 2) happens 
because colleges and universities want to know if what they are doing is working, to ensure 
students learn, and improve processes and practices. The good thing to consider is that 
assessment activity is prevalent at colleges and universities, but unfortunately, very few 
institutions use the results to improve processes (Ikenberry, 2015; Jankowski & Montenegro, 
2017). In other words, there is a great deal of data but not a lot of impact from the data in terms 




 Currently, U.S. higher education institutions are faced with new demands and 
expectations from constituencies – students, parents, faculty, government agencies, accrediting 
bodies, funding sources and others (Jankowski & Marshall, 2017; Pascarella & Terenzini, 2002; 
Soares, Gagliardi, & Nellum, 2017). At the same time, higher education institutions are entering 
a new era with many colleges and universities competing for students, faculty, resources, and 
visibility. Students are bringing with them new behaviors and learning styles, new familiarity 
with and preferences in technology, new attitudes and new expectations. Moreover, tomorrow’s 
students will need a different educational experience to prepare them well for new types of 
careers and new ways of thinking. But how has the assessment movement, including internal 
improvement and learning focused processes responded to changing student demands and 
influenced the role of accountability, constituencies, supporters, and critics? 
The Assessment Movement. Early assessment type activities in educational and psychological 
development included studies centered on experiences of the “traditional” college student; 
eighteen- to twenty-one year olds, living (usually) on campus in student residential communities 
(Ewell, 2002; Gilbert, 2015). These studies mostly observed development of students – from 
student learning in college to retention and student behavior to evaluation and “scientific 
management” to mastery learning (Ewell, 2002). Soon after, during the mid- to late-1970s, U.S. 
higher education institutions experienced an era of adjustment; diversity of the student body – 
the traditional “Joe College” was being replaced by women, native Americans, African 
Americans, Asian Americans and Hispanics.  
The increasingly diverse population within U.S. higher education institutions was (and 
remains) crucial. Again, the new “non-traditional” students (women, people of color, non-




Higher education leaders began to consider questions like, how can we support our students? 
How do our students learn, and where? How will we strengthen and secure the long-term future 
of our campus? What are our student’s strengths? How can we position our graduates to be 
productive citizens?  
Per Ewell (2002): 
On the verge of assessment’s emergence in the late 1970s, a trio of volumes was 
especially influential: Astin’s Four Critical Years (1977) established the metaphor “value 
added” and promoted the use of longitudinal studies to examine net effects, Bowen’s 
Investment in Learning (1977) helped establish a public policy context for assessment by 
emphasizing the societal returns on investment associated with higher education, and 
Pace’s Measuring the Outcomes of College (1979) emphasized the role of college 
environments and actual student behaviors. The contributions of this research tradition to 
assessment were both conceptual and methodological (p. 4). 
Conversely, according to Ewell (2002), no one has official information regarding the 
beginning of assessment in higher education, but it is widely believed to have a foundation at the 
First National Conference on Assessment in Higher Education, held in Columbia, South 
Carolina, in the fall of 1985. Two national organizations, the National Institute of Education 
(NIE) and the American Association for Higher Education (AAHE) joined together to explore, 
discuss, and debate issues presented in the report, Involvement in Learning, which was the 
parallel motivation behind their efforts. Takeaways from the report and conference included: 1) 
recommendations of high expectations be established for students, 2) students becoming 




Additionally, colleges and universities were encouraged to learn from feedback on their 
performance; with assessment as the apparatus to do just that (Ewell, 2002). 
In addition to the outcomes from the NIE conference more demands for accountability 
began to emerge across U.S. K-12 and higher education systems. One such “call for change”, in 
the form of the groundbreaking report, A Nation at Risk, which labeled American schools 
“failing” and set off a wave of local, state, and federal reform efforts (U. S. N. C. on E. in 
Education, 1983; Ewell, 2002; Labaree, 1997) This report, of President Ronald Reagan’s 
National Commission on Excellence in Education, includes the following in its opening 
paragraphs: 
…the educational foundations of our society are presently being eroded by a rising tide of 
mediocrity that threatens our very future as a nation and a people…if an unfriendly 
foreign power had attempted to impose on America the mediocre educational 
performance that exists today, we might well have viewed it as an act of war (U. S. N. C. 
on E. in Education, 1983).  
This Commission made 38 recommendations, spread across 5 major categories. Table 2 lists the 












NCEE 5 Major Categories and Recommendations 
 
Similarly, the Committee on the Future of Higher Education, formed by former U.S. 
Secretary of Education Margaret Spellings and composed of public officials, researchers, and 
leaders from the academic and business community was timely (U. S. D. of Education, 2006): 
The total amount of undergraduate federal student aid doubled in a decade (1994-2004), 
compounded by 50% increase in average tuition rates over the same length of time (Baum, 
Elliott, Ma, & Bell, 2014). The commission’s charge, to develop “a comprehensive national 
strategy for postsecondary education that will meet the need of America’s diverse population and 
address the economic and workforce needs of the country’s future”, was implemented through 
5 Major Categories Recommendations 
Content 4 years of English, 3 years of mathematics, 3 years of 
science, 3 years of social studies, and ½ year of computer 
science for high school students. 
Standards and expectations Four-year colleges raise admissions standards and 
standardized tests of achievement at major transition points 
from one level of schooling to another and particularly from 
high school to college or work. 
Time School districts and state legislatures should strongly 
consider 7-hour school days as well as a 200 to 220-day 
school year. 
Teaching Salaries for teachers be professionally competitive, market 
sensitive, and performance based. Teachers demonstrate 
competence in an academic discipline. 
Leadership and fiscal support Federal government plays an essential role in helping meet 
the needs of key groups of students such as the gifted and 
talented, the socioeconomically disadvantaged, minority 
and language minority students, and the handicapped. 
Federal government also must help ensure compliance with 
constitutional and civil rights and provide student financial 




six commission meetings; two public hearings; and an accreditation roundtable from October 
2005 to August 2006 (U. S. D. of Education, 2006).  
The Committee determined that college access was limited by inadequate academic 
preparation, that the financial aid system was not working, and that information about cost and 
performance of colleges improve the U.S. higher education system. Recommendations presented 
in the Commission’s initial report include (among others) the following points: 
1. Academic preparation. Continue to strengthen K-12 education, align high school 
standards with college expectations, increase access to college preparatory and Advanced 
Placement classes, and work with Congress to expand the successful principles of the No 
Child Left Behind Act to high schools, holding these schools accountable for results.  
2. Financial aid. Increase need-based aid, simplify the financial aid process, and hold costs 
in line.  
3. Accountability and information systems. Develop a privacy-protected, student-level data 
system that would provide access to information on college affordability and financial 
aid. Colleges, universities, and states would collect and publicly report data on student 
learning outcomes. Such a system could increase transparency and accountability for 
quality and learning outcomes and improve higher education‘s performance and the 
ability to measure that performance.   
Ultimately, the edited final report, entitled A Test of Leadership: Charting the Future of 
U.S. Higher Education provides criticism of accreditation agencies, including the lack of “solid 
evidence, comparable across institutions, of how much students learn in colleges of whether they 




Nation at Risk had significant impact on colleges and universities, specifically on their students, 
evidence of student learning, and the rise of the practice of assessment.  
A National Conference…Assessment Rising 
The first national conference on the topic of assessment, was held in 1985 (Ewell, 2002).  
The National Institute of Education (NIE) and the American Association for Higher Education 
(AAHE) joined together to offer a national platform that highlighted assessment in a systematic 
way – with a shared language and methodology. This meeting helped legitimate and launch the 
modern collegiate learning assessment movement which called for colleges and universities to 
assess the impact of their degree programs on students. Once assessment professionals returned 
to their campuses, more attention to increased expectations for student learning outcomes 
assessment was adopted as a professional duty (Banta Associates, 2002; Ewell, 2002; Kuh & 
Ikenberry, 2009). Institutions began to share and use a variety of measures to assess students 
through indirect means such as retention and graduation rates, job placement rates, and surveys 
or through direct means such as tests, capstone experiences, and portfolios.  
The assessment movement that began in the mid-1980s had shifted and now included 
stakeholder concerns with higher education and more focus on accountability and performance 
indicators (Ewell, 2002). Advocates and critics alike called for information documenting 
learning gains, for standardized test scores allowing for comparability between and among 
institutions, and, possibly, even a national standard processed through accreditation (Kuh et al., 
2015). As the assessment movement progressed, federal and state agencies, accreditors, and 
other external stakeholders – including parents and students – placed their emphasis on 
educational outcomes. This period allowed for a wider range of assessment activities and broader 




the encounter with stakeholders included if assessment could “move beyond a process of 
measuring and collecting evidence for accountability and instead include the use of evidence in 
meaningful ways to improve” (Kinzie et al., 2015).  
Assessment Drivers: Political and Social Context 
Some assessment critics are waiting on proof of assessment practices, such as changes in 
a college’s reputation, ranking, or employment prospects for students before fully supporting the 
initiative. Some on the fence are waiting for accreditors to provide evidence that offers benefits 
commensurate with the expense that goes into it (Gilbert, 2015). Others within the academic 
community may be open and interested in assessment, “but have no clear view of what might be 
assessed, how it might be done, how the results will be used” (Ikenberry, 2009, p.6). For all these 
reasons, regional accreditation organizations tend to be the practical point at which both 
supporters and skeptics are brought together to face the practical contemporary challenge of 
assessing student learning outcomes and using assessment data for improvement as part of the 
broader approach to quality assurance in American higher education.  
External Mandates. The United States Department of Education (USDOE) has called for 
greater accountability through accreditation oversight, as well as more transparency and 
expediency to protect the public interest. Additionally, the federal government relies on 
accreditation to assure the quality of institutions and programs to which the government provides 
federal funds and for which the government provides federal aid to students (Eaton, 2015). And 
while accreditation remains the prime driver of assessment activity, joining it today are a 
campus’ own drivers; to improve teaching and learning, to assess effectiveness of current 
practice, and to heed presidential and governing board interests (Kuh, Jankowski, Ikenberry, & 




of the institution and its offerings. In its most basic form, assessment drivers are charged with 
determining the “reputable” from “non-reputable” institutions and programs (Gilbert, 2015). 
They represent disciplinary and institutional interests, from regional accrediting bodies (i.e. The 
Higher Learning Commission) to program accreditation agencies (i.e. National Council for 
Accreditation of Teacher Education).  
The Council for Higher Education Accreditation (CHEA), a national advocate and 
institutional voice for self-regulation of academic quality, defines accreditation as a process of 
external quality review created and used by higher education to scrutinize colleges, universities 
and programs for quality assurance and quality improvement (Eaton, 2015). CHEA is also a 
private, nonprofit organization that represents more than 3,000 colleges and universities and 60 
regional and specialized accreditors. There are six accrediting agencies nationwide based on 
region and includes peers who understand institution type: Middle States Commission on Higher 
Education, New England Association of Schools and Colleges, Higher Learning Commission, 
Northwest Accreditation Commission, Southern Association of Colleges and Schools, and 
Western Association of Schools and Colleges.  
Under the auspices of the Secretary of Education, accrediting agencies are charged to: 
[...] consistently [apply and enforce] standards that respect the stated mission of the 
institution of higher education, including religious missions, and ensure that the courses 
or programs of instruction, training, or study offered by the institution of higher 
education, including distance education or correspondence courses or programs, are of 
sufficient quality to achieve, for the duration of the accreditation period, the stated 




Accrediting agencies are also charged with examining every aspect of the post-secondary 
institution that supports the educational mission. Key to the agency’s granting of accreditation is 
establishing that faculty, facilities, and program curricula successfully support the institutional 
mission, that the institution presents a model of solid fiscal responsibility that ensures its 
perpetuity, and that student outcomes reflect the stated mission of the institution. 
The learning outcomes assessment movement of the mid-1980s seemed to be the catalyst needed 
for accreditors and policy makers to address the quality issue (Jankowski & Provezis, 2014). 
Accreditation serves several major purposes including (but not limited to), assuring quality, 
access to federal and state funds, and bolstering public confidence, and as the prime mechanism 
for quality assurance of higher education programs in the United States, both regional and 
specialized accreditors began to modify their standards for accreditation in the mid-1980s. And 
by the mid-1990s all of the regional accreditors had adopted policies on learning outcomes 
assessment (Ewell, 2002). Accrediting groups, then, are considered major drivers of the 
movement to assess student learning and to use assessment data to inform improvement. 
Additional drivers of assessment include an institutions’ goal of improving teaching and 
learning, assessing effectiveness of current practice, and consideration of presidential and 
governing board interests. 
Again, higher education institutions are becoming increasingly accountable to 
stakeholders at many levels as accrediting organizations, the federal government, and the public 
place a stronger emphasis on student learning outcomes (Eaton, 2015; Jankowski & Marshall, 
2017; Kuh et al., 2014). Employers, policy makers, and government officials agree that the 
nation needs greater numbers of students from more diverse backgrounds to succeed and achieve 




learning outcomes assessment debate; they have an obvious need to know college graduates have 
certain skills upon graduation (Jankowski & Provezis, 2014; Kuh, 2008; Sadler, 2005; Soares et 
al., 2017). Thus, evidence of student learning that is comparable across institutions is of urgent 
demand.  
Conversely, various accountability initiatives such as the Voluntary System of 
Accountability (VSA) – an initiative created by the joint effort of the American Association of 
State Colleges and Universities (AASCU) and the Association of Public and Land-grant 
Universities (APLU) – mark a milestone in the evaluation of instructional effectiveness of higher 
education using standardized assessments.  
The VSA is a program designed to provide greater accountability through accessible, 
transparent, and comparable information on public 4-year institutions of higher education 
(http://www.voluntarysystem.org). The goal is to provide higher education institutions with the 
opportunity to inform the public of the learning outcomes of their students. The overriding 
purpose of VSA is to evaluate core educational outcomes in higher education and improve public 
understanding about the functions and operations of public colleges and universities. 
Participation in the VSA is voluntary.   
Internal Improvement. Most campuses still do assessment because somebody tells them to 
(Ewell, 2002). Figuring out what makes university assessment practices good can get tricky. 
Problems or issues that need attention, and perhaps changes, are often found in the classroom 
and curriculum and, in turn, faculty may wonder if institutions are using assessment to find 
shortcomings in their teaching and curriculum. Some faculty may change what they do in the 
hopes of remedying said shortcomings, and in the long run, have no real positive effect on the 




Some academics dismiss the idea of student learning outcomes assessment as 
unnecessary. This sentiment was especially true when the assessment movement began. Faculty 
resisted assessment due to two reasons: they were worried that assessment would be a tool to 
evaluate their performance and they were unaware of how the process worked (Provezis, 2008). 
The concern for administrators has been the high cost of assessment both in regard to money and 
faculty time (Ewell, 2009; Feldon, Maher, Hurst, & Timmerman, 2015; Ikenberry, 2015).  
According to Ratcliff (1996), outstanding assessment practices are embedded in 
institutional culture, make good use of current technology in the methods and tools to track 
outcomes, include extensive use of faculty and strong faculty support, are supported by 
institutional leadership, and involve approaches to outcomes that can be replicated. Conversely, 
an institution level element can be helpful in assessment, where policy can include creating 
spaces for faculty to come together to talk about data and to make meaning of the data. Take for 
instance, the University of Illinois, where year-round resources for faculty and staff includes 
advice for writing learning goals and assessment plans, strategies to use assessment evidence, 
and workshops on campus to help with assessment work 
(https://provost.illinois.edu/assessment/learning-outcomes-assessment/resources-examples/).  
Here faculty and staff can collaborate and address what they need to change and why they think 
changing will lead to improved learning. In doing so, answers and creative approaches emerge 
from questions such as how do we talk about assessment, what are the signals we send to 
students, and what are the ways that we are talking about our processes to stakeholders?  
Indeed, learning is happening all the time – inside and outside of the classroom – and an 
impressionable amount of assessment is already taking place across campuses. Faculty and 




learning and shift the mindset to showcase what they are already doing. In order to continuously 
improve teaching and learning, there is a need for support from administrators and university 
leaders that include participation in professional development opportunities. For example, in 
mid-2017, the Association of American Colleges & Universities (AAC&U), whose mission is to 
make liberal education and inclusive excellence the foundation for institutional purpose and 
educational practice in higher education (https://www.aacu.org/about/mission), hosted a free 
online webinar entitled, Beyond the “A” Word: Assessment that Empowers Faculty to Take Risks 
with Pedagogical Innovation. This webinar focused on assessments of student learning, what 
colleges need for students to be successful, and presented examples from three institutions 
engaged in the Multi-State Collaborative (MSC). Presenters led a discussion of how the Valid 
Assessment of Learning in Undergraduate Education (VALUE) initiative – a nationwide project 
that examines direct evidence of student learning – can empower and support faculty to take 
risks by experimenting with teaching innovations on their campuses. The VALUE initiative 
presents a unique approach for colleges and universities that situates defining and measuring the 
quality of student learning within the learner-faculty relationship. 
The beauty of such opportunities (i.e. webinars, institution-wide assessment resources, 
workshops, etc.) is that faculty and staff can collaborate and promote a greater sense of a culture 
of inquiry on campus. As the title of the AAC&U webinar suggests, the “A” word, assessment, 
can stir up anxiety and hesitation among faculty: Some faculty members express concern about 
being monitored or policed while others view it as an afterthought, while others 
compartmentalize assessment with accreditation. Knowing this, institutions can incite a real 
interest in assessment activity and encourage more faculty conversations so that they can then 





Transparency usually means how colleges and universities share information. In its most 
basic form, it simply means what is publicly available: How colleges ensure quality and how 
they improve student learning. Additionally, it is important for institutions to ensure they 
communicate information that is audience specific. Historically, the dominance of accountability 
language and activities including testing, evaluation, measurement, and comparability can 
supplant language more frequently associated with student learning such as effort, growth, gain, 
mastery, and improvement (Kinzie et al., 2015). Thus, when communicating to stakeholders – 
students, parents, the public, funders, or policy makers – institutions should pay close attention to 
the intended message.  
Colleges and universities must be ready to make an argument and convince people that 
that institution is worth the cost (financial, time, and effort) to attend. For instance, students and 
parents want to know if some institutions’ alumni are employable and was the cost of attending 
worth it for students. Equally important is the ability to effectively communicate results of 
assessment – specifically institutional improvements – and what they mean to another specific 
audience. In such cases, parents and policy makers should receive an agreeable message with 
different contexts.  
Again, U.S. higher education institutions professional duty includes being able to provide 
evidence of success with regard to student learning outcomes. Assessment reports should tell a 
coherent story, highlight positive and negative findings, include context, explain results which 
may require further action, and emphasize important findings and implications for practice 
(Kinzie, Jankowski, & Provezis, 2014). Among institutional priorities should be informing the 




achieved. Students and alumni too should be well versed in the institution, ensuring current 
students and alumni go out to share their institutional story. Thus, involving a variety of 
stakeholders in assessment activities and then providing reports on the success of those activities 
can bolster a culture of assessment and make an impressionable impact on those involved and 
what is shared.  
Fundamentally, institutions must address and share their stories around assessment while 
being mindful of various stakeholder groups and that message must be audience specific. Along 
those same lines, prospective families and various interested parties frequent university websites 
for information. Innovative website design and management can offer colleges and universities 
countless advantages and authority of their assessment and student learning success stories.  
In 2011, the National Institute for Learning Outcomes Assessment (NILOA) developed a 
Transparency Framework to support institutions with sharing evidence of student learning – on 
and off campus (NILOA, 2011). The Framework was created as a result of NILOA’s research 
team’s review of more than 2,000 institutional websites. These web-scans revealed much of the 
information about student learning assessment was located on webpages intended for internal 
audiences. Consequentially, the research team identified six key components of student learning 
assessments that can be used by institutions to share the student learning experience. Each 
section of the Framework suggests a component of student learning assessment that may be of 
interest to specific audiences and outlines opportunities to promote public understanding. The 

























The Assessment Initiative – The Next 25 Years 
According to  Kuh et al. (2015): 
In the early years, the [assessment] movement prompted institutions to examine students’ 
cognitive gains and the net effects of college on students. In the mid-1980s, the purposes 




improvements in the quality of student learning transpired as a result of these initiatives, 
but far too few and well short of what was needed and might have been possible. The 
present is a harsher, more demanding time in which the needs and interests of students 
are more varied, the economic strain on both students and institutions more apparent, and 
the stakes are considerably higher for the society (p. 235). 
The challenge of not having a clearly defined understanding of assessment in higher 
education institutions presented roadblocks and barriers to its acceptance and practice in the 
academy from the outset of its introduction to the literature. Assessment is the process of an 
institution gathering and presenting evidence that address questions such as, “are students 
learning what the institution said they would, and, are students acquiring mastery of necessary 
knowledge and skills (Banta & Associates, 2002; Ewell, 2002)?” Assessment in higher education 
lays bare some of the roots of the notable variations in purpose, struggles with using results, and 
questions about how assessment is practiced that continue to characterize the movement today 
(Kinzie et al., 2015). Hence, assessment is not a single event but a continuous cycle of 
improvement. Assessment must be an open process and should always employ multiple 
measures of performance (Banta & Associates, 2002). My conclusion is that the ultimate purpose 
of assessment is to produce self-regulated learners who can leave school able and confident to 
continue learning throughout their lives. 
Early on, assessment related studies centered on experiences of the “traditional” college 
students; from student learning in college to retention and student behavior (Ewell, 2002; 
Gilbert, 2015). Soon after U.S. higher education institutions experienced an era of adjustment; 
where the traditional “Joe College” was being replaced by women, Native Americans, African 




Previous research had virtually excluded the non-traditional students who were flooding 
campuses and higher education leaders began to consider questions like how do we support all of 
our students, and how will we strengthen and secure the long-term future of our campus? 
Now more than ever before funders, accrediting agencies, and federal and state 
governments are calling for increased accountability and transparency from U.S. higher 
education institutions (Kinzie et al., 2015). Transparency is vital – it can be the difference maker 
with regard to communicating how positive student learning outcomes are captured. The 
changing nature of the field of assessment provides an opportunity for higher education 
institutions to share widely their assessment processes for continuous improvement and 
demonstrate evidence of student learning outcomes. For instance, many college students are 
involved with collaborative assignments and projects, diversity and global learning, service 
learning and community-based learning, internships, capstone courses and projects, and first-
year seminars and experiences. Yet, throughout contemporary higher education, competing 
regulatory demands are evident in the national debate that has ensued, related to the value of 
higher education. Ultimately, stakeholders – students, parents, governing associations, etc. – 
depend on higher education institutions to provide “systematic evidence about what and how 
much students learn…an essential prerequisite for systematically improving undergraduate 
curricula and pedagogy” (Ewell, 2009, p. 8). 
Historically Black Colleges and Universities  
The postsecondary models for U.S. higher education institutions that were initiated in 
early American history closely followed the Harvard model of education. According to Rudolph 
(1990) the purpose of Harvard College, and of Puritan leaders, was to serve God and their fellow 




America) to “whim, fate, accident, indecision, incompetence, or carelessness. In the future, the 
state (Massachusetts) would require competent rulers, the church would require a learned clergy, 
and society itself would need adornment of cultured men” (p.6). Again, replicating the early 
models of English education, the Colonial roots of higher education in the U.S. cultivated 
education for the upper echelon or wealthy, White men of early American society, who in turn 
were to lead the lower classes (Kerr & Gade, 1987; Rudolph, 1990; Thelin, 2004). Similarly, 
when postsecondary institutions were later established (e.g. William and Mary, Princeton, Yale, 
etc.) they followed these secular and non-secular missions.  
It would not be until nearly 200 years after the establishment of the first colleges and 
universities in the American colonies, that postsecondary education would be available and 
accessible to more than just the “ruling class”. As the colonies began to spread both south and 
westward, the need for a more “applied” and less “philosophical” education became necessary 
(Kerr, 1995; Rudolph, 1990). Therefore, what would later be described as public or “federally 
funded” colleges and universities were established to help organize the education of the agrarian 
based, and later industrial based, American society (Thelin, 2004). 
By 1850, there were a number of small denominational colleges in the Midwest that were 
educating women. In total, several thousand women were studying in higher education in the 
mid-19th century but that was less than a fifth of all students enrolled in higher education 
(Solomon, 1985). One example, Antioch College, founded in 1853, advertised itself as a college 
that offered “equal education opportunities…for both sexes” (Rury & Harper, 1986 p. 491). And, 
although Antioch was among the first to attempt co-education, men and women had very 
different experiences – administrators and faculty could not agree with women about what their 




Coeducation didn’t necessarily mean that men and women were educated the same. At 
Oberlin, founded in 1833, women were admitted to create a social environment conducive for 
men to learn (Rury & Harper, 1986).  Most of the women at Oberlin were admitted to the 
“Ladies Department” which trained them in religion, French, and literature – they were exempt 
from the classical curriculum intended for men. Women were trained to become wives for 
ministers. Antioch, on the other hand, admitted women to study the same course of study as 
men.  This distinguished Antioch because it was among the small number of colleges that gave 
women the opportunity to study a more classical curriculum.  
Again, early American higher education institutions were characterized by exclusiveness, 
as they were established to prepare wealthy males for the clergy and women, for the most part, to 
become wives for said ministers (Solomon, 1985; White, 2009). Centuries passed before the 
overwhelming majority of these early institutions evolved to admit women, low-income 
individuals, or people of color. By contrast, most HBCUs have always been coeducational; they 
have always enrolled students of various socioeconomic backgrounds; and HBCU students and 
faculty are among the most racially diverse in the country (Anderson, 1988; Arroyo & Gasman, 
2014; Nahal et al., 2015; Wooten, 2015). 
Race, Racism, and the Establishment of HBCUs 
Almost all HBCUs were founded by northern missionary organizations for the stated 
purpose of providing educational opportunity for Black people in the post-Civil War era 
(Anderson, 1988). At the close of the War, literacy rates among Black Americans were horribly 
low due to a ban against slaves learning to read: The South, having recently lost the Civil War, 
did not look favorably upon the prospect of free and educated Blacks. Furthermore, most Black 




Accordingly, philanthropic support for these organizations was crucial for the early institutions 
and with few alternative sources of support for early HBCUs, White northern philanthropists and 
the federal government filled this need (Anderson, 1988). 
 Though philanthropy, as a factor in education for Blacks, dates back to the very origins of 
virtually all HBCUs, this has not been without a degree of controversy (Anderson, 1988; 
Andrews, No, Powell, Rey, & Yigletu, 2016; Bonner, 2001; Ricard & Brown, 2008). 
Historically, there have been two opposing perspectives regarding the role of philanthropy: On 
one hand, philanthropy has been touted as evidence of the nation’s coming to terms with its 
legacy of slavery and an attempt to make amends with former slaves. On the other hand, there 
also exists the historical perspective that White philanthropists intended the donations as a 
subversive means of maintaining social control and subjugation of Blacks – some scholars have 
asserted that philanthropy has been used to perpetuate racial inequality and societal stratification 
(Anderson, 1988; Bonner, 2001; Ricard & Brown, 2008; Willie, 1981). With few alternatives, 
Blacks flocked to these schools during the late 1800s despite a deep-seated distrust of the 
motives of the institutions’ funders.  
Lincoln University, established in Pennsylvania in 1854, and Wilberforce University, 
established in Ohio in 1856, were the first private colleges established for the education of 
Blacks prior to the American Civil War (Anderson, 1988; Brown, 2000; Willie, 1981). (*Note 
Cheney University, established in Pennsylvania in 1837, was the first public college for the 
education of African Americans). Modeled after the classical colonial postsecondary institutions, 
HBCUs such as Fisk, Howard, Lincoln, and Wilberforce, were established to provide classics-
related education for African Americans at the end of the 19th century (Willie, 1981). However, 




end of slavery originated from the few traditionally White, liberal institutions of higher education 
such as Oberlin (Ohio) and Bowdoin (Maine) universities, which allowed the enrollment of 
African American students (Anderson, 1988). Meanwhile, as the early HBCUs were growing in 
popularity in the Mid-Atlantic States, access to education for African Americans in the South 
remained extremely limited due to the segregation laws instituted there (Anderson, 1988; Cheek, 
1972; Kim, 2006; Willie, 1981).  
The Impact of the Morrill Land-Grant Acts on Blacks’ Participation in Postsecondary 
Education. One of the first pieces of federal legislation designed to increase the opportunities 
and offerings of postsecondary institutions in the United States was the Morrill Land Grant of 
1862. The legislation was passed by Congress to offer more practical educational opportunities 
for U.S. citizens in fields such as agriculture, mechanical arts, and home economics, which were 
perceived as advancing the nation’s productivity. Conversely, the land “grant” was created to 
educate children of the industrial class as opposed to the focus on theoretical or religious studies 
of the earlier, more established colonial institutions. The 1862 Morrill Act granted each state a 
minimum of 30,000 acres of federal land with the stipulation that the income from the rent or 
sale of those lands must be used to establish land-grant colleges or universities (Anderson, 1988). 
A total six million acres of federal land was donated to the states. Rather than educating for the 
sake of educating, the original Morrill legislation shifted the focus of higher education from 
classical and theological studies to scientific and liberal arts-type studies. The resulting land-
grant institutions became the multipurpose, publicly funded, state institutions of higher education 
that continue to enroll hundreds of thousands of students from all segments of society today. 
Opposition to the education of Blacks grew even amidst the political climate that fostered 




enacted a second Morrill Act, which increased the endowment of land to the original land-grant 
but forbade federal monies from being given to any state college or university with an 
admissions policy that discriminated against Blacks unless a separate facility for Blacks existed 
nearby (Anderson, 1988). The second Morrill Act was designed to address the former 
Confederate states’ refusal to admit Blacks to the institutions established under the first Morrill 
Act (Anderson, 1988; Kerr, 1995; Solomon, 1985). These states “separate but equal” land-grant 
institutions for Blacks became known as the “1890s” schools. Unlike the original Morrill Act, 
the 1890 Act granted cash instead of land; however, colleges established under the second 
Morrill Act hold the same land-grant college designation as the 1862’s Act colleges. Among the 
70 colleges and universities that eventually evolved from the original Morrill Act, 17 of today’s 
modern HBCUs were established through the second Morrill Act. 
The passing of the 1890 Morrill Act was an opportunity to elevate the standing of Blacks 
in U.S. society through participation in higher education, but there were many different views 
about the focus and purpose of an HBCU education (Anderson, 1988). Mirroring the earlier 19th 
century arguments surrounding classical or theological versus agricultural or applied education, 
early 20th century Black leaders debated the focus and mission of HBCUs. One notable and early 
leader in the education of Blacks, Booker T. Washington, argued that HBCUs should focus on 
teaching Blacks skilled trades and vocations (Anderson, 1988). Washington, born enslaved in 
rural southwestern Virginia, worked his way through Hampton Normal and Agricultural Institute 
(now Hampton University) and later founded Alabama’s Tuskegee Normal School for Colored 
Teachers (later renamed the Tuskegee Institute, now Tuskegee University). His contemporary, 
Dr. W.E.B. DuBois, the first Black to earn a doctorate from Harvard University advocated that 




leaders and teachers of the next generation to uplift the race (Anderson, 1988). Despite these 
conflicting ideologies, America’s HBCUs continued to embrace the notion of service and the 
goal of training the future leaders of the Black community.  
An important point of interest involving the founding of HBCUs – with purpose of 
educating Blacks, and newly freed slaves – lies within their being established and governed by 
White men. This offers more clarification surrounding Booker T. Washington’s and W.E.B. 
DuBois’ motivation for said ideologies. With the backing of wealthy, White Northerners, 
Washington advocated for a skills and vocational based training, hence the defunct Hampton-
Tuskegee Model (Anderson, 1988). DuBois, on the other hand advocated for the “Talented 
Tenth”, a term coined in 1896 by Henry L. Morehouse, whom Morehouse College is named. 
Morehouse became the first to use the words “talented tenth” to describe the philosophy and 
program of Black education. DuBois would eventually make the concept central to his writings 
on higher education. As Morehouse put it: 
…in all ages the mighty impulses that have propelled a people onward in their 
progressive career, have proceeded from a few gifted souls…the “talented tenth” should 
be “trained to analyze and generalize” by an education that would produce “thoroughly 
disciplined minds” (p. 243). 
Fisk University’s establishment to educate the formerly enslaved but newly freed Blacks, 
presents another example of White clergymen and Union Army leaders influences on the life of 
HBCU educational offerings and resource conditions. In addition to providing Blacks with a 
clerical focused education, Fisk was designed to symbolize a “dream of an education institution 
that would be open to all, regardless of race, and that would measure itself by the highest 




Similarly, Howard University was established by retired White, Civil War leaders, officially 
chartered by Congress, and subsequently approved by President Andrew Johnson on March 2, 
1867. The charter ultimately designated Howard University as a University for the education of 
youth in the liberal arts and sciences (Bonner, 2001; Patterson, Dunston, & Daniels, 2013). 
However, it wouldn’t be until the year 1926, that Howard’s first Black president, Dr. Mordecai 
Wyatt Johnson, would assume the presidency of that institution.  
Contributions of HBCUs to Higher Education and Society 
HBCUs have played significant roles in both exposing and removing barriers based on 
race, gender, and class in U.S. higher education. Conversely, given that the number of HBCUs is 
less than 3 percent of the total number of higher education institutions in the U.S. and their 
average institutional endowment is a fraction of the average endowment nationally, HBCUs have 
provided service to society above and beyond their means. According to Cheek, (1972): 
Black colleges and universities which have historically borne the burden for the higher 
education of African Americans and still produce the greater percentage of Black degree 
holders, are grossly under resourced in having adequate fiscal, human, and physical 
resources at the same level as comparable predominantly White colleges and universities. 
In fact, as the only higher education option available to the vast majority of African Americans 
prior to Brown v. Board of Education of 1954 and the Civil Rights Act of 1964, HBCUs have 
been credited with significantly increasing, if not creating, the Black middle class.  
Engines of Economic Growth. Indeed, HBCUs play a major role in the economic success of 
their graduates by enhancing their educational experience, leadership skills, and service-centered 
charge. The newly released landmark study entitled, HBCUs Make America Strong: The Positive 




HBCUs are economic engines in their communities, generating substantial returns year 
after year. The benefits of an HBCU education flow to the graduates of these institutions, 
of course; they’ll enter the workforce as better thinkers and learners, with greater 
experience and vastly enhanced earning prospects. But the benefits don’t stop there; they 
also flow to the local and regional economies where these institutions are located and the 
larger American society. Each dollar spent on, or by, an HBCU and its students has 
significant “ripple effects” across a much wider area. That means heightened economic 
activity. More jobs. Stronger growth. Stronger communities (p. 4). 
The economic benefits of HBCUs extend to more than just their students. They are equally 
important to the communities, the regions, and society. Similarly, the Early Career Earnings of 
African American Students: The Impact of Attendance at Historically Black versus White 
Colleges and Universities (2011), study found that a higher percentage of African American 
students attending HBCUs reported strong growth in job-related skills and preparation for 
graduate/professional schools than their counterparts at PWIs (Kim & Conrad, 2006). 
Black Intellectual Think Tank and Change Makers. The Black place making contribution of 
HBCUs have been the strategic response to the challenges and opportunities before the Black 
community. According to (Arroyo & Gasman, 2014), the HBCU educational-based approach 
experiences include: 1) a supportive environment; 2) institutional accessibility and affordability; 
3) repetitive achievement, identity formation, values cultivation; and 4) values cultivation, where 
students from a range of experiences and backgrounds work and learn together. Ultimately, it is 
“…not who gets in but what happens to them afterward” that yields a supportive environment 




The role of HBCUs is vital to the African American community and nation. In their role 
of educating leaders for the nation and the world, in their research creating knowledge and a 
better future for all people, and unequaled service to the African American community, the 
region and globally, HBCUs use their limited resources and community guidance to allow them 
to continue to serve the African-American and other underserved communities, and to be the 
portal to opportunity for so many. From Civil Rights Activist Reverend Jesse Jackson (North 
Carolina A&T State University – Greensboro, NC) and Vernon Jordan (Howard University – 
Washington, DC), to Entertainment and Business Icon Oprah Winfrey (Tennessee State 
University - Nashville, TN), to Comedian Wanda Sykes (Hampton University – Hampton, VA) 
to Business Tycoon Rosalind Brewer (Spelman College) and Technology expert John Thompson 
(Florida A&M University – Tallahassee, FL), to Author and Journalism educator Ta-Nehisi 
Coates (Howard University – Washington, DC), HBCUs have claimed their space as incubators 
of specialized knowledge and skills that spill over to the larger community.   
HBCU Alumni at Work and in the Community. A recent study by Gallup-USA Funds 
revealed that Black graduates of HBCUs are more likely than Black graduates of other colleges 
to strongly agree that they had the support and experiential learning opportunities in college that 
Gallup finds are strongly related to graduate’s well-being later in life (Gallup, 2015). Data 
regarding college experience and life outcomes were collected as part of the national Gallup-
Purdue Index. Findings were obtained based on a constructed Generalized Linear Model (GLM), 
which was created to study the differences in engagement, well-being, and college experiences 
between graduates from different races and ethnicities. The GLM accounted for age, gender, 





Researchers were interested in learning about the relationship between students’ college 
experiences and life outcomes in areas such as employment and well-being, and if there is a 
relationship among graduates of different racial and ethnic backgrounds. Results identify areas in 
which graduates of HBCUs are thriving, and areas to which other higher education institutions 
need to pay extra attention. For instance, Black graduates of HBCUs are more than twice as 
likely as Black graduates of non-HBCUs to recall experiencing all three support measures that 
Gallup tracked: 1) they had at least one professor who made them excited about learning, 2) the 
professors cared about them as people, and 3) they had a mentor who encouraged them to pursue 
their goals and dreams. The “novel” experiences at PWIs that present themselves in numerous 
outlets as providing new and innovative advances – in access, retention, and preparation of 
underrepresented students, specifically, Black students – in the face of economic, political, and 
social changes and challenges are already in progress at HBCUs.  
Challenges to HBCUs moving forward in the landscape of US higher education 
Supporters of HBCUs believe they continue to play a crucial role in higher education and 
need to be maintained. They point out that nine of the top ten colleges that graduate the majority 
of African Americans who go on to earn Ph.D.’s are HBCU graduates, more than 50% of the 
nation’s African American public school teachers and 70% of African American dentists earn 
degrees at HBCUs, and almost half of the members of the Congressional Black Caucus attended 
an HBCU (Andrews et al., 2016; Awokoya & Mann, 2011; Gallup, 2015; Kennedy, 2012; 
Patterson et al., 2013; Wilson, 2007). At the same time, these supporters believe HBCUs must 
also change to reflect the social and economic realities they face. They contend that in order to 
survive, HBCUs must redirect themselves to take advantage of the opportunities presented by 





 Many challenges flourish from the lack of funding at HBCUs. For example, one of the 
major challenges for the institutions is to attract, recruit, and maintain talented students and 
faculty. Unable to offer the most competitive financial aid packages and provide the highest 
quality in everything from library services to residential accommodations, HBCUs lose many 
students to the larger, more resource-rich institutions (Bonner, 2001; Cheek, 1972; Kim & 
Conrad, 2006; Ricard & Brown, 2008). While some of the competitive disadvantages of these 
institutions are attributable to less prestigious academic reputations, it is also apparent that the 
lack of financial resources significantly inhibits the ability of HBCUs to resist the “brain drain” 
of talented Black students to PWIs. The inability to offer the most competitive salaries and 
employment benefits, results in HBCUs failing to attract and recruit as many faculty members as 
PWIs.  
Endowment management has become an increasingly important area for many higher 
education institutions.  Presidents, for instance, in their role as CEO bear significant 
responsibility for augmenting and preserving an institution’s endowment (Kerr, 1995; Rudolph, 
1990; Thelin, 2011).  Former Brown University president, Vartan Gregorian, captured its 
importance well when he described the institution’s endowment as “a trust to be both guarded 
and enhanced because income from endowment is the keystone of any university’s 
independence” (p. 96).  Typically, an institution might spend 4 to 4.5 percent of its endowment 
to support yearly operations (Hodson, 2010; Patterson et al., 2013). 
With a few exceptions, the vast majority of HBCUs operate on meager institutional 
endowments.  Only five HBCUs – Howard, Spelman, Hampton, Morehouse, and Florida A&M 




Cross and Slater, provided statistics that highlight the dismal state of financial resources of 
HBCUs in comparison to PWIs.  Writing in 1994, the authors stated: “The combined endowment 
of all 41 private black colleges represented by the United Negro College Fund (UNCF) is less 
than the endowment of 1,400-student Swarthmore College in Pennsylvania.”  In addressing these 
and other institutional issues stemming from shortfalls in resources, HBCUs have begun to 
redirect themselves and employ an assortment of approaches – including program renewal, 
consolidation and/or closing, voluntary separation for faculty, and incentivizing faculty-led 
professional development opportunities – to use existing funds wisely and generate new funds. 
The financial outlook for most HBCUs is bleak and their leaders face enormous 
challenges.  Endowment levels and performance of HBCUs has lagged considerably behind the 
national average (Anderson, 1988; Cheek, 1972; Willie, 1981; Wooten, Melissa, 
2015).  Although most are dependent on tuition as a main source of revenue, the low-income 
status of their students imposes a constraint on the amount that can be raised in this way 
(Richards & Awokoya, 2012; Wolanin, 1972)  Fundraising efforts by most HBCUs have met 
with little of the success necessary to overcome severe shortfalls in terms of capital.  For the 
most part, HBCU alumni are either unable or have not been successfully cultivated to provide a 
boost in terms of donations.  
Assessment, Accountability, and Student Learning Outcomes at HBCUs 
 U.S. higher education institutions are experiencing an era where universities are 
competing for students, faculty, resources, and visibility. Similarly, HBCUs are faced with new 
demands and expectations from their constituents – students, parents, faculty, government 
agencies, accrediting bodies, funding sources and others (Soares et al., 2017). Students are 




technology, new attitudes and expectations (Montenegro & Jankowski, 2017; Nahal et al., 2015; 
Pascarella & Terenzini, 2002). Tomorrow’s students will need different educational experiences 
to prepare them well for new types of careers and new ways of thinking – an education that will 
enable personally satisfying and successful lives.   
Notwithstanding pressure for value propositions, institutions of higher education in the 
United States are increasingly experiencing external pressures from regional accrediting groups, 
state and federal policy makers, and the general public to provide evidence of their effectiveness 
(Jankowski & Provezis, 2014). For many institutions, gathering evidence of student learning has 
become a sporadic act of complying with the demands of accreditation groups rather than a 
focused effort to gather and to use evidence of student learning.  
Public pressure for more accountability requires substantial evidence of student learning 
and achievement, and HBCUs, like other higher education institutions, must be responsive to 
these pressures while offering meaningful education experiences. Historically, HBCU leaders 
have been concerned with what happens to students inside and outside the classroom and have 
intentionally created pathways to ensure student success is a strategic priority. However, there is 
little evidence of student learning (Ikenberry, 2015). For HBCUs though, documenting what 
students and alumni have accomplished and using this information effectively is a strategic 
necessity. They continue to provide a variety of options for gathering meaningful and actionable 
evidence of student learning and understand that there is no “best way” to assess learning. For 
instance, in October 2017, nine of our country’s remaining 100+ HBCUs were asked to 
participate in a first of its kind panel at the national Assessment Institute in Indianapolis, 
Indiana.  With a deliberate focus on assessment at HBCUs, each of these assessment 




institutions.  Each stakeholder addressed how they have shifted these landmark campuses from 
places where isolated, deconstructed assessment events happened in silos sometimes occurring in 
response to external or imposed mandates, to settings that can now be recognized as having 
developed, systemic cultures of assessment. 
Culturally Relevant Assessment at HBCUs 
In 2014, the National Institute for Learning Outcomes Assessment (NILOA), reported 
that higher education institutions are using more types of assessment instruments, and using them 
more often, than was the case even a few years ago (Kuh et al., 2014). Again, assessment is 
defined as a regular and thoughtful practice of articulating and assessing student learning 
outcomes. Furthermore, it is the process of an institution gathering and presenting evidence that 
address questions such as, “are students learning what the institution said they would, and, are 
students acquiring mastery of necessary knowledge and skills (Jankowski, 2012)? 
Degree Qualification Profile. For the past few years, HBCUs have gotten creative in their use 
of assessment approaches. For example, in 2013, the Southern Association of Colleges and 
Schools Commission on Colleges (SACSCOC) in partnership with the Lumina Foundation, 
engaged 21 HBCUs in a project to work with the Degree Qualification Profile (DQP) (Kibbe, 
2013). The DQP is a guide for what college graduates should know and be able to do when 
awarded the associate, bachelor’s, or master’s degree (Jankowski, & Giffin, 2016). It consists of 
five areas of learning: 
1. Applied and Collaborative Learning – enables students to demonstrate what they can do 
with what they know by addressing existing problems  
2. Intellectual Skills – analytic inquiry, use of information resources, engaging diverse 




3. Specialized Knowledge – demonstrates command of the vocabularies, theories and skills 
of the field of study on which a student has focused 
4. Broad and Integrative Knowledge – reflects student attainment in bringing together 
learning from different fields of study – a priority for the entire curriculum 
5. Civic and Global Learning – reflects student attainment in articulating and responding to 
political, social, environmental and economic challenges at local, national and global 
levels 
Although implementation and application varied, participating HBCUs stated that the DQP 
helped them align departmental intended learning outcomes with those of the institution, was 
useful in the program review process, increased the quality of the education offered, and led to 
strengthening students’ core competency skills. For example: 
 North Carolina A&T University applied the DQP across the university to give faculty a 
better sense for how their curricula and syllabi were measuring up to the university’s 
standards. The result was a high level of faculty involvement, and a subsequent move by 
administration and faculty to explore how the DQP will be made a permanent part of 
their academic review process.  
 Xavier University, in Louisiana tied the DQP to student coursework as a way of 
measuring outcomes. As a result, Xavier has a more accurate, evidence-based picture of 
what each of the courses it examined accomplished in terms of student learning. 
 Claflin College in South Carolina, used the DQP to evaluate its General Education 
program. They found that there were gaps in syllabi that explained how much applied 
learning and civic learning were being delivered in the classroom. This discovery led to 




among faculty and administrators – ensuring the college continues to develop quality 
outcome-based programs that are transparent and easy to assess.  
The aforementioned HBCUs use of the DQP is a start to their addressing public pressure 
regarding evidence of student learning and transparency while utilizing culturally relevant 
assessment practices. It is important to note that although learning and assessment on HBCU 
campuses can, on the surface, look different, their institutional strength lies within the traditions 
and culture of continuous improvement (Hood & Hopson, 2017).  
Summary of the Literature 
Assessment is the process of an institution gathering and presenting evidence that address 
questions such as, “are students learning what the institution said they would, and, are students 
acquiring mastery of necessary knowledge and skills” (Banta & Associates, 2002; Ewell, 2002). 
Moreover, assessment is a continuous cycle of improvement and occurs at the classroom, course, 
program, and institutional levels. Again, assessment gives institutions a better understanding of 
what students are getting from their programs. 
Public pressure for more accountability requires substantial evidence of student learning 
and achievement, particularly at HBCUs. HBCUs were established to challenge the general 
practice of exclusion based on discriminatory policies that explicitly or implicitly kept many 
from having access to education. All HBCUs must be intentional about permeating the broader 
assessment conversation. Some HBCUs have already began the work of: 1) setting a well-
articulated set of processes for critical functions; 2) communicating a clear line of responsibility 
and accountability for critical functions; 3) providing evidence of institution-wide knowledge of 
those critical functions, processes, and lines of responsibility; 4) communicating pathways and 




plan, goals, priorities. Additionally, the 2013 SACSCOC DQP study highlighted earlier is a start, 
but the work must continue and can be done through attendance at assessment-related programs, 
presenting at conferences that focus on assessment, hosting assessment activities at their 
respective institutions, or collaborating with other HBCUs on assessment-related projects. In so 
doing, HBCUs may need to visit, or in some cases revisit, their institutional vulnerabilities with 
respect to resource allocation, faculty and staff professional development, and student support 

































Collaboration for Excellence in Educational Quality Assurance: A Qualitative Case Study 
The literature review in the previous chapter suggests several factors that contribute to 
student learning outcomes at Historically Black Colleges and Universities. The purpose of this 
exploratory and descriptive qualitative study was to determine the practice of assessment, 
accountability drivers, transparency mandates, and meaningful student learning and engagement 
at HBCUs. This study is important to the field of assessment as it brings further understanding to 
the perceptions and experiences of students who attend and graduate from HBCUs. It also 
extends the research and theory by providing a descriptive analysis of HBCU assessment 
strategies, accountability reporting structures, and student learning outcomes messaging through 
its usage of intersectionality, a framework that is not often applied to this phenomenon.  
This chapter reviews the research questions, sets forth the methodology and articulates 
the methods of analysis. First, I describe why I selected particular questions over others then 
restate my research questions. Then, I talk about the study’s methodology. After that, I discuss 
the methods of analysis for the study. Finally, I describe my motivation for pursuing this topic. 
In short, this research project is a case study of assessment and institutional effectiveness 
professionals on the topic of assessment, accountability, and student learning outcomes at 
Historically Black Colleges and Universities.  
Qualitative Research. Qualitative research is research that focuses on understanding, rather than 
predicting or controlling a phenomenon. A qualitative study is appropriate when the goal of 
research is to explain a phenomenon by relying on the perception of a person’s experience in a 
given situation (Stake, 1995). As outlined by Creswell, (2007), a quantitative approach is 




purpose of this exploratory and descriptive study was to examine assessment practices at 
HBCUs, a qualitative approach was the most appropriate choice.  
 Just as there are various perspectives which can inform qualitative research, there are 
various qualitative research methods. A research method is a strategy of inquiry which moves 
from the underlying philosophical assumptions to research design and data collection (Yin, 
2009). Specific research methods – action research, case study, ethnography, and grounded 
theory – involves different skills, assumptions, and research practices. Thus, my choosing a case 
study approach influenced how I collected data.  
The term “case study” has multiple meanings. This particular case study – the 
Collaboration for Excellence in Educational Quality Assurance (CEEQA) – placed me, as the 
researcher, into the field in order to observe and record “objectively what is happening but 
simultaneously examines its meaning and redirects observations to refine or substantiate those 
meanings” (Stake, p.9). CEEQA allowed me a unique opportunity for multiple forms of data 
collection (interviews, focus group, participant observation, and document analysis) that 
enhanced triangulation such that information was not drawn from one single source, individual, 
or process of data collection. Also, the divergence, or combination of techniques allowed more 
clarity and eased my frequent question “did that just happen?”  
Moreover, a case study is an empirical study that investigates a contemporary 
phenomenon in depth and with its real-life context (Yin, 2009). Stake (1985) claims, a good case 
study is reflective, patient, willing to see others views. Over the months, I have studied CEEQA, 
and have come to know it well, not primarily as to how it is different from other gatherings of 
assessment professionals, but what CEEQA aims to do, and that is provide an opportunity to 




and early fall of 2018, I shared preliminary write-ups and solicited feedback from participants to 
check the accuracy of my account of the inaugural convening in Atlanta. This process of 
participant feedback, or member checking has provided opportunities for me to see more (Stake, 
1985). Member checking also helped make this study richer, which is more important than the 
question, did I do it correctly?  
Intersectionality. Intersectionality, a term coined by Kimberle' Crenshaw, (1989) is a critical 
theory that describes the ways in which oppressive institutions such as racism, sexism, 
homophobia, transphobia, ableism, xenophobia, and classism, are interconnected and cannot be 
examined separately from one another. According to Crenshaw (Cho et al., 2013), through an 
awareness of intersectionality, we can better acknowledge and ground the differences among us 
and negotiate the means by which these differences find expression in constructing group politics 
(p. 113). The critical factor linking intersectionality to this study of assessment, accountability, 
and student learning outcomes at HBCUs is the emphasis on the inequities that must be 
considered to understand fully the impact of structural oppression in the higher education 
landscape. Moreover, intersectionality allowed me a holistic analysis of how race, gender, class, 
age, sexual orientation, and other forms of discrimination coalesce to influence and complicate 
assessment processes and reporting avenues at HBCUs.  
 As a scholar, my job always is to go back and revisit the complexities of my natural 
experiences and utilize the language and discourse of power to justify what we already know: 
The activation of the imagination and the spirit of the young person connected to the content 
makes them do amazing things (Elfman, 2018, p. 2). And so, intersectionality, which argues that 
most sociological theory makes the mistake of examining only one variable at a time, allowed 




consciousness of HBCU students. Intersectionality also helps with breaking down the science of 
educating under-studied groups that gets to the core of the issues.  
Research Questions and Purpose 
Montenegro and Jankowski’s (2017), Equity and assessment: Moving towards culturally 
responsive assessment, occasional paper published by the National Institute for Learning 
Outcomes Assessment was particularly useful in establishing my research questions. It provides 
insight concerning the importance of culturally diverse, equitable assessment practices and 
encourages practitioners to widely share successful assessment and student learning outcomes 
stories. Given Montenegro and Jankowski’s (2017) timely and thoughtful stance on cultural 
relevancy and diverse student populations, I naturally, began to reflect on own my experiences as 
an HBCU graduate: In my research on HBCUs, I have continuously found myself in a sort of 
emotional turmoil, where I struggle with telling our stories (without romanticizing the 
experience) and the reality of the U. S. higher education system that has historically 
underfunded, under resourced, and over criticized HBCUs – yet HBCUs persevere in the most 
dire situations. Over the course of this research project, I asked myself questions like, how I can 
disrupt my thinking so that I can see more (Stake, 1995)?  
This study highlights my participants’ efforts and their respective campuses assessment 
activities. The following discussion points were highlighted throughout Montenegro and 
Jankowski’s paper and helped me form the research questions that guided this study. 
Discussion Topic 1: Learning and assessment on various campuses can, on the surface, look 
different, but HBCU institution’s historical strength lies within its culturally relevant approach to 




Research Question 1: What are some assessment approaches that takes various needs of 
different student populations, for instance, culture and diversity, into consideration?  
Discussion Topic 2: One major finding from the 2014 and 2017 National Institute for Learning 
Outcomes Assessment Provost Study is that expectations of regional, program and/or specialized 
accrediting agencies remains the driving force for assessment at their institutions. 
Research Question 2: What has worked well on HBCU campuses to guide improvement while 
leveraging accountability expectations? 
Discussion Topic 3: There is a need for assessments that allow students to demonstrate their 
learning in various ways while also being transparent about the learning that is taking place. 
HBCUs immerse students in a diverse educational environment that enables them to study, 
experience, and understand social issues in a significant way, however and again, public pressure 
for more accountability requires substantial evidence of student learning and achievement.  
Research Question 3: How do HBCUs demonstrate student learning in various ways while also 
being transparent about learning that is taking place? 
Setting 
Collaboration for Excellence in Educational Quality Assurance. For this project, the main 
setting was Morehouse School of Medicine in Atlanta, Georgia. In the summer of 2018, the 
Office of Educational Outcomes and Assessment at Morehouse School of Medicine, the Office 
of University Assessment at Florida Agricultural and Mechanical University, along with the 
National Institute for Learning Outcomes Assessment teamed up to conceptualize the HBCU 
Collaborative for Excellence in Educational Quality and Assessment (CEEQA). The goals of 




1. Maximize the use of tools, processes, and human resources dedicated to outcomes 
assessment and evidence-based decision making at partner HBCU institutions, 
2. Enhance the use of systematic, evidence-based practices for assessment and institutional 
effectiveness among partner institutions to more effectively communicate assessment 
outcomes to internal and external stakeholders, 
3. Provide a platform for showcasing the culturally relevant assessment and evaluation 
practices that are used at HBCUs to tell our story and to demonstrate the impact of HBCUs 
within the academy, and 
4. Provide an opportunity for shared scholarly output in the form of joint research, 
publications, and conference presentations for assessment, institutional research, and 
institutional effectiveness professionals at partner institutions. 
The vision of CEEQA is to leverage the collective expertise of assessment professionals to 
promote the use of best practices in assessment and evaluation and to demonstrate the effectiveness 
of HBCUs in the achievement of common educational aims. CEEQA was purposefully selected 
because it is by invitation only and provided access to current HBCU assessment and institutional 
effectiveness professionals who have worked together for approximately two years to 
conceptualize this inaugural convening.  
Institutional Review Board. Approval from the Institutional Review Board (IRB) was sought 
from the University of Illinois Urbana Champaign. Once approval was granted (See Appendix 
A), I e-mailed a Recruitment Letter (Appendix B) to all participants of the inaugural convening 
of HBCU assessment professionals. Potential participants were screened using  results from the 




dissertation director and I agreed would offer the most rich data - faculty, college/school level 
administrator, university administrator. Chart 1 and Table 3 show participant responses to the 
survey for position and title.  
Chart 1 
HBCU Collaborative Interest Survey Q2 - Position Title 
 
Table 3 
HBCU Collaborative Interest Survey Q2 (b) - Position Title  
Q2 (b) Position Title – Other  
(Please specify your position title) 
Vice President of OIPRE (IE Responsibility) 
Executive Director of Institutional Research and Analysis 
Chairperson - College of Education 
Associate Dean, Curriculum Evaluation & Effectiveness 
Associate Dean, Curriculum Evaluation & Effectiveness 
Director of Institutional Research & Assessment 
VP of Institutional Advancement and Development 
Vice President of Institutional Effectiveness and Strategic Initiatives 





Based on the responses to the HBCU Collaborative Interest Survey, three participants (CEEQA 
Phi, Chi, and Psi pseudonyms) were selected for individual interviews and twelve participants 
were selected for the focus group. An informed consent form (Appendix E) was signed by each 
participant prior to participating. 
Recruitment. The inaugural CEEQA convening was by invitation only. See Appendix F for 
invited HBCU institutions. The aim of this study did not require any particular demographic 
group to participate and no demographic was excluded. The sampling strategy was not meant to 
delimit participation, with the exception of institutional type (HBCU) and assessment 
professionals.  
In order to maximize learning and “preserve multiple realities” (Stake, 1995, p. 12), 
participants were selected based on their unique perspective. Focus group participants and 
individual interviewees were selected using a convenience sampling method where I solicited 
contact information from CEEQA leadership and organizers. I e-mailed CEEQA inaugural 
founding members to ask for a letter of support to be included in my IRB application. In May 
2018, I received a letter of support from CEEQA leadership and IRB approval. I then, e-mailed 
each CEEQA participant and asked them to consider being a part of the focus group and/or 
interviews. Other than the question of institutional type and participant’s fields of expertise 
(assessment), no measures or protocols were used to screen participants. 
Protect Identities 
To protect the rights and welfare of the participants, I created participant codes and 
pseudonyms. The focus group was conducted during the CEEQA convening in a private 




during and after the inaugural convening, allowing them to be most comfortable while 
responding.  
Data Collection 
 The overwhelming majority of my data collection for this study ranged from June 21-22, 
2018, in Atlanta, Georgia at the inaugural convening of the Collaboration for Excellence in 
Educational Quality Assurance. Additional interviews were conducted within two weeks of the 
convening via FaceTime. Data collection unfolded through four complementary qualitative 
approaches: interviews, focus groups, field notes, and document analysis. In what follows, I 
briefly explain the shaping of my fieldnotes, and the data sources. Table 4 presents a summary of 
data sources and activities. 
Table 4 
Summary of data sources and activities 
 
Data Sources Activity Amount 
     
                            Coffee Shop 
Interviews (3)  
                                     Classroom 
  
                          FaceTime  
CEEQA Phi  
Professor of English & Chair  
CEEQA Psi  
Curriculum Manager 
CEEQA Chi  
Director of Assessment 
 




1 ½ hours 
Focus Group                Classroom 12 CEEQA Founding Members 2 hours 
 
 
Observations              
Classroom, MSM campus,           
Breakout sessions (including 













Follow-up phone and text 






I collected all documents and materials provided by organizers and participants as well as 




assessment and institutional effectiveness professionals, and other invited guests (accreditors, 
vendors, etc.).  Additionally, I facilitated a focus group and conducted three (3) semi-structured 
interviews with CEEQA founding members. My three research questions were informed by my 
participation in CEEQA, where I participated in a holistic, meaningful, real life event of a 
group’s behavior (Stake, 1995). CEEQA may not be typical, but while there, I was able to 
maximize what can be learned about assessment on HBCU campuses.  
The interviews and focus group were recorded electronically using a handheld Olympus 
WS-803 Voice Recorder. The interviews began with an introduction and reminder of the topic 
and goals of my study. After my opening that included my reiterating my appreciation for their 
participation, the interviews flowed naturally with my protocol (Appendix G and H) guiding the 
open-ended questions. Interviews concluded with a final question, is there anything I may have 
missed or is there anything you would like for me to know?  
Again, each participant signed a non-disclosure form prior to recording. No interview 
was conducted without confirming the written and verbal consent of the participants. Each 
interview took place in a single interview setting. The focus group took place during the second 
day of the CEEQA convening. Each interview, including the focus group was transcribed by me.  
Focus Group and Interviews. All of us have a frame of reference in what we encounter and 
those multiple realities sang through the focus group and interviews. In other words, CEEQA 
participants encountered the same things, but had different, yet similar takeaways (Lincoln & 
Guba, 1985). Choosing to employ both focus group and interview techniques allowed different 
approaches to gather, analyze, and interpret the data.   
The hallmark of a focus group is the explicit use of the group interaction to produce data 




1996). The typical focus group has between two and ten participants. In order to preserve the 
established authentic and collegial discussions I (along with my dissertation director) decided to 
include all 12 CEEQA members who originally expressed their interests.  
Interviews can be conducted via a variety of methods including face to face, e-mail, or 
phone. Each has their benefits and drawbacks, in terms of cost and efficiency, recruitment of 
participants and data quality (Creswell, 2014). The semi-structured interviews combined a pre-
determined set of open-ended questions and gave me an opportunity to explore particular themes 
or responses further. Lincoln & Guba (1985) points out that even in our naturalistic settings, each 
of us has a voice and are involved with perception. Thus, the use of focus groups and interview 
techniques aligns with the intersectionality framework, in that they gave participants the 
opportunity to share their voices, experiences, and multiple identities. Table 5 describes how 
each interview and focus group question corresponds to each research question. 
Table 5  
Description of Qualitative Data Collection by Research Question 
Research Questions Focus Group Question (FG) 
Interview Question (I) 
What are some assessment approaches that takes various 
needs of different student populations, for instance, 
culture and diversity, into consideration? 
FG – 1, 5 
 
I – 2, 4, 7 
What has worked well on HBCU campuses to guide 
improvement while leveraging accountability 
expectations? 
FG – 2, 4 
 
I – 1, 6 
How do HBCUs demonstrate student learning in various 
ways while also being transparent about learning that is 
taking place? 
FG – 3, 6, 7 
 
I – 3, 5, 8 
Source: Anfara, Brown, & Mangione (2002), Qualitative analysis on stage: Making the research 





Participant Observation. As an advanced level graduate student, I am aware that establishing 
trust takes intellectual sophistication and is developed over time. My involvement as an invited 
guest from the National Institute for Learning Outcomes Assessment among HBCU assessment 
professionals in their everyday setting allowed for seamless participant-observation. I was able to 
audio record and participate during both the focus group and interviews. At the same time, 
intersectionality, as my chosen framework gave voice and critical perspectives to my 
participants. 
Fieldnotes are accounts describing experiences and observations I made while 
participating in the inaugural CEEQA convening. They seek an in-depth understanding of how 
the participants make sense of assessment and student learning at HBCUs to render thick 
descriptions of interactions and lived experience through immersion in events and activities of 
CEEQA (Geertz, 1973). Additionally, the write-up of observations occurred during the focus 
group and immediately after the event. They were typed and saved using a contact summary 
sheet (see Appendix I) on my personal computer and Box.com account.  
Data Analysis 
Upon arrival at the CEEQA convening each participant received two pamphlets, the first 
describing proposed goals and vision of CEEQA and a handout from the American Evaluation 
Association, Public Statement on Cultural Competence in Evaluation. Additionally, at the 
opening, participants committed to their temporary shared safe space of best practices while 
being open to critique and thoughts for improvement. The following images show CEEQA 
members immersed in group thought and work. Image 1 represents initial group work product 
and discussion topics, while Image 2 is a picture of CEEQA members discussing what would be 




Image 1                                                                           Image 2 













I analyzed the data by following Creswell (2007), Stake (1995), and Yin’s (2009) models of data 
analysis, by which the interview and focus group data were analyzed by both direct interpretation 
and aggregation of instances in the form of codes. As Stake says, “…some issues call for 
categorical analysis, while others may only occur once and require direct interpretation (1995, p. 
74). Interview and focus group transcriptions were used to analyze, code, and theme the research 
questions.  
Interviews took place in person and via FaceTime. They were conducted in relaxed and 
comfortable settings that gave each interviewee the opportunity to express themselves freely. 




written document notes produced a large amount of data – approximately 200 pages. To manage 
and analyze the data, hard copy transcriptions were filed in chronological order in a large binder 
and my Box.com account. The audio recorded interviews were also saved in my Box.com 
account.   
 First, I read the transcribed interviews, without any interruption and interpretation. 
Second, I listened to audio-transcripts from the interviews and focus group, and revisited my 
recorded field notes for clarification. To shed light on emerging themes or explanations, in light 
of the participants’ actions, I continued to examine the transcriptions but remained open to 
renaming categories. The first round of coding involved emerging themes without a specific 
framework or research question guide. In qualitative analysis, coding is the process of re-reading 
data for categories and meanings or ideas and then systematically marking similar strings of text 
with a code label (Creswell, 2009). Initial coding was created to break the data into smaller, 
more manageable parts. After the data were hand-coded, data were reassembled to identify 
common themes.  
After gaining familiarity with the documents (handouts and transcripts) descriptive codes 
were used to create a vignette about each participating HBCU. The next chapter (Chapter Four) 
introduces the reader to the founding CEEQA member’s institutions. Next, the previously 
created codes that were directly from the language of the participants were aggregated to 
establish themes. According to Stake (1995), for more important episodes or passages of text, we 
must take time, looking at them again and again, reflecting, being skeptical about first 
impressions and simple meanings (p. 78). The research questions and intersectionality 
framework guided subsequent coding and triangulation of data for confirmation of themes across 




I also created contact summary sheets for each interview, focus group, and participant 
observations. The contact summary sheets reflect my reactions and helped me to be aware of my 
feelings, thoughts, insights, new knowledge and triggers that bubbled up by my participation. 
The contact summary sheets allowed me to capture what I saw, how I was feeling, what I was 
feeling, and questions about what I saw that I would eventually have someone else review to 
confirm. Additionally, I was able to write down my thoughts and provide context (and clue 
reminders) so that once I reviewed my observational notes, the genuine thoughts I originally had 
sang through the letters and words. In the vein of Bogdan and Biklen (2007), my approach to 
these observations included working with data notes, organizing, synthesizing, searching for 
patterns (themes), discovering what is important and what is to be learned, and deciding what to 
tell others.  
QDA Miner Lite Qualitative Text Analysis Software program was used to confirm and 
facilitate the analysis process with respect to identifying strong claims or emerging themes 
(QDA, 2018). QDA was also used to query key words for comparison and manually coded 
categories and themes. Again, QDA was not used as a primary coding source and was only used 
in the context of solidifying data analysis. The analysis process was led by me, not by supporting 
software, but it was very useful as a repository and for sorting through data. Through the use of 
QDA, common phrases, relationships, and themes in the transcripts were identified. Although the 
QDA software can be used to auto-code data, it was only used to determine word frequencies, 
store codes, and print out excerpts that were related to the same code.  
Delimitations and Limitations 
This study focused on Historically Black Colleges and Universities as they relate to 




because of my interest in HBCU students’ learning outcomes. A study at PWIs would change the 
scope of my study. One of the main limitations of this study is that it captures only one snapshot 
in time of what HBCU assessment and institutional effectiveness professionals are doing in the 
area of assessment and student learning outcomes. In addition, this study is limited by the degree 
of candor and access that my participants granted me during my visit – some shared more, while 
others were/seemed more protective with information. Additionally, I did not examine how 
accreditation influenced what was actually being done on HBCU campuses or if the assessment 
activities on these campuses were indeed being driven by what accreditors expected.  
Motivation 
My enrolling in the Educational Policy, Organizational and Leadership (EPOL) program 
in the College of Education at the University of Illinois Urbana Champaign (UIUC) has changed 
me. This University in mid-west America contributes to a heightened awareness of being at the 
crossroads of competing forms of domination (race, class, gender, religion, etc.) in higher 
education. My previous higher education experience – as a student and staff member at a 
historically Black institution – shielded me, I believe, from discriminatory subtleties that bubble 
up at UIUC. I like to say my Historically Black College and University (HBCU) experience 
serves as my unbowed, unconquerable foundation in this foreign land called “the academy”.  
In August 2015, I joined the National Institute for Learning Outcomes Assessment 
(NILOA) as a research analyst. Since then, I have had the opportunity to review, critique, 
grapple with, and finally accept the fact that the literature on assessment is wide – sometimes 
messy and conflicting – but absolutely necessary with regard to improving student learning. 
Additionally, my time at NILOA has expanded my reach as a student, researcher, and 




Indianapolis, and late fall 2016, I was recommended for a graduate assistantship in the Office of 
the Provost at UIUC.  
As an African American, female, first-generation, three-time graduate of an HBCU, and 
aspiring scholar currently studying at a PWI, I am grateful for the opportunity to indulge in the 
scholarship of assessment, be intimately involved with the practice of assessment, and use my 
HBCU experience. My understanding of and questions around assessment and student learning 
at HBCUs involves how and/or if they are graduating educated citizens who are literate, engage 
in critical thinking and decision making in a reflective way. Throughout this process, I found a 
way out of the struggle by asking myself what is the data telling me and how can I work with it? 
Summary of Chapter Three 
The inaugural, invitation only, CEEQA convening was held on the campus of Morehouse 
School of Medicine in Atlanta, Georgia in June 2018. The National Institute for Learning 
Outcomes Assessment (NILOA), where I serve as a research analyst, accepted the invitation to 
participate. While there, I collected materials provided by organizers and participants as well as 
made observations of the interactions between CEEQA organizers, HBCU assessment and 
institutional effectiveness professionals, and other invited guests – NILOA, accreditors, and 
vendors.  Additionally, I moderated a focus group and conducted three semi-structured 
interviews. Each of these data collection techniques assisted with answering my three research 
questions: 1) What are some assessment approaches that takes various needs of different student 
populations, for instance, culture and diversity, into consideration?; 2) What has worked well on 
HBCU campuses to guide improvement while leveraging accountability expectations?; and 3) 
How do HBCUs demonstrate student learning in various ways while also being transparent about 




transcribing audio interview recordings, reducing text data into codes, and identifying emerging 
themes. Responses were coded and grouped according to similar characteristics. All four data 
sources – focus group, interviews, field notes, and documents analysis – were coded and 
analyzed to meet the objectives of this research. Four themes emerged and are listed and 









































An Overview of CEEQA Members’ Institutions 
 
Today’s college students are more non-traditional than ever before and like majority 
institutions, the HBCU non-traditional student population is increasing. Students are older, work 
full time, stop out, transfer, are single parents, and the list continues to grow (Soares, Gagliardi, 
& Nellum, 2017). Additionally, students attending HBCUs have multiple identities associated 
with race, culture, economic status, gender, etc. that compounds an already extraordinary college 
experience (Nahal, Thompson, Rahman, & Orr, 2015; Wooten, 2015). These identities often add 
challenges to navigating college life. Knowledge and understanding of who these students are, 
where they study, and what they are capable of is essential and reinforces the use of 
intersectionality as a framework (Crenshaw, 1989). 
This chapter provides an overview of each of the institutions represented at the inaugural 
CEEQA convening in Atlanta, GA of HBCU assessment and institutional effectiveness 
professionals. The data were drawn from the institutions’ websites, convening materials, and 
from personal interviews. As organized, the chapter offers a brief overview of the event itself, 
and a description of each attending institution in alphabetical order including its mission, 
university core values, motto, and student demographic information. This contextual information 
provides the necessary framing and background knowledge in which to place the findings and 









Allen University (AU) is a private, co-educational, historically Black university in 
Columbia, South Carolina. Originally founded in 1870 as Payne Institute, it was renamed Allen 
University in 1880 after moving from Cokesbury to Columbia. Allen enrolls approximately 600 
students and offers Bachelor of Arts and Bachelor of Science degrees in five areas. Allen 
University is accredited by the Southern Association of Colleges and Schools Commission on 
Colleges. 
Mission 
Allen University is an academic community which provides students an opportunity to obtain a 
baccalaureate degree in liberal arts and professional programs. The University has a strong 
unalterable commitment to teaching in delivery of its baccalaureate programs. 
Core Values  
Integrity: Allen University seeks to practice truth and propriety in our personal and corporate 
practices and relationships.  
Accountability: Allen University accepts its responsibility to be consistent in sound 10 practices, 
loyal in reference to duties, agreements, obligations and relationships.  
Respect: Allen University aspires for its faculty, staff and students to live and work in harmony 
with peers, by respecting each individual’s right to exist, think and speak in an appropriate 
manner. The dignity of each one will be honored by all.  
Excellence: Allen University is committed to the vigorous pursuit of excellence in our 
educational endeavors.  
Faith: Allen University is a Christian Liberal Arts Institution of higher learning under the 




Motto: We Teach The Mind To Think, The Hands To Work, The Heart To Love 
Student Profile 
 93% of student body receives some form of financial aid 
 85% of student body eligible for Pell Grant 
 94% Black or African American, 1% Hispanic/Latino, 1% Native Hawaiian, 1% White, 
3% Race unknown 
 90% 24 and under, 10% 25 and over 
 10 students receive educational benefits (Post 9/11 GI Bill, DOD Tuition Assistance) 
 Open Admissions Policy 

















Clark Atlanta University 
Clark Atlanta University (CAU), a private, co-educational, historically Black university 
in Atlanta, Georgia was formed in 1988 with the consolidation of Clark College (founded in 
1869) and Atlanta University (founded in 1865). Annually, CAU enrolls approximately 3,500 
students and offers 38 areas of study at the bachelor’s, master’s, and doctoral levels. Clark 
Atlanta University is accredited by the Southern Association of Colleges and Schools 
Commission on Colleges. 
Mission 
The mission of Clark Atlanta University is to provide the highest quality of education and 
training for a student body which is predominantly African American but which is becoming 
increasingly diversified by students from other racial, ethnic, cultural, and socioeconomic 
backgrounds. In summary, Clark Atlanta University’s mission is to produce graduates who have 
met standards of excellence in contemporary higher education, who are educated to be creative 
and to have a perspective on the world and its peoples which commit them not only to excel in 
their professional careers and personal lives but also see new knowledge and solutions to the 
problems of humankind.  
Core Values 
Clark Atlanta University subscribes to seven core values, guiding the ethical conduct of the 
institution as we go about achieving our vision and mission.  They are: 
1. Promoting innovation and collaboration to make to unite and make significant 
contributions to the knowledge of humankind. 
2. Upholding a student-centered ethos that is responsive to diverse student backgrounds, 




3. Commitment to the pursuit of quality and excellence in service to all stakeholders. 
4. Acting with personal and professional accountability and integrity in all we do. 
5. Exhibiting respect for all individuals, workplace and natural environments. 
6. Practicing and nurturing ethical behavior and social responsibility in all endeavors and 
toward all constituents. 
7. Embracing and supporting all forms of human diversity and inclusiveness in all of our 
actions toward the University Family and external constituents. 
Motto: I’ll Find A Way or Make One 
Student Profile 
 83% of student body receives some form of financial aid 
 69% of student body eligible for Pell Grant 
 74 students receive educational benefits (Post 9/11 GI Bill, DOD Tuition Assistance, etc.) 
 85% Black or African American, 6% Non-resident alien, 9% Race unknown 
 95% 24 and under, 5% 25 and over 
 Average Enrolled Freshman GPA 3.24 











Florida Agricultural & Mechanical University 
Florida A&M University (FAMU) is a public, coeducational, historically Black 
university located in Tallahassee, Florida and was founded in 1887 as the State Normal College 
for Colored Students. In 1909, the name changed to Florida Agricultural and Mechanical 
College, and finally, in 1953, Florida A&M College became Florida A&M University. FAMU 
enrolls nearly 11,000 students and offers 54 bachelor’s degrees, 29 master’s degrees, three 
professional degrees, and 12 doctoral degrees.  FAMU is accredited by the Southern Association 
of Colleges and Schools Commission on Colleges.  
Mission 
Florida A&M University is dedicated to the advancement of knowledge, resolution of complex 
issues and the empowerment of citizens and communities. The University provides a student-
centered environment consistent with its core values. The faculty is committed to educating 
students at the undergraduate, graduate, doctoral and professional levels, preparing graduates to 
apply their knowledge, critical thinking skills and creativity in their service to society. FAMU’s 
distinction as a doctoral/research institution will continue to provide mechanisms to address 
emerging issues through local and global partnerships. Expanding upon the University’s land-
grant status, it will enhance the lives of constituents through innovative research, engaging 
cooperative extension, and public service. While the University continues its historic mission of 
educating African Americans, FAMU embraces persons of all races, ethnic origins and 








Scholarship, Excellence, Openness, Fiscal Responsibility, Accountability, Collaboration, 
Diversity, Service, Fairness, Courage, Integrity, Respect, Collegiality, Freedom, Ethics and 
Shared Governance.  
Motto: Excellence With Caring 
Student Profile  
 75% of student body receives some form of financial aid 
 59% of student body eligible for Pell Grant 
 123 students receive educational benefits (Post 9/11 GI Bill, DOD Tuition Assistance, 
etc.) 
 86% Black or African American, 7% White, 3% Hispanic/Latino, 1% Asian, 3% Two or 
more races 
 91% 24 and under, 9% 25 and over 
 Average Enrolled Freshman GPA 3.34 













Howard University (HU) is a private, co-educational historically Black university in 
Washington, DC. Founded in 1867, it currently enrolls approximately 11,000 students in its 
undergraduate, graduate, professional, and joint degree programs which span more than 120 
areas of study within 13 schools and colleges. Howard is accredited by the Middle States 
Commission on Higher Education.  
Mission 
Howard University, a culturally diverse, comprehensive, research intensive and historically 
Black private university provides an educational experience of exceptional quality at the 
undergraduate, graduate, and professional levels to students of high academic standing and 
potential, with particular emphasis upon educational opportunities for Black students. Moreover, 
the University is dedicated to attracting and sustaining a cadre of faculty who are, through their 
teaching, research and service, committed to the development of distinguished, historically 
aware, and compassionate graduates and to the discovery of solutions to human problems in the 
United States and throughout the world. With an abiding interest in both domestic and 
international affairs, the University is committed to continuing to produce leaders for America 
and the global community.  
Core Values 
Excellence, leadership, service, and truth are our core values. Howard’s aim is to forward the 
development of scholars and professionals who drive change, and engage in scholarship that 
provides solutions to contemporary global problems, particularly ones impacting the African 
Diaspora. 




 69% of student body receives some form of financial aid 
 46% of student body eligible for Pell Grant 
 123 students receive educational benefits (Post 9/11 GI Bill, DOD Tuition Assistance, 
etc.) 
 89% Black or African American, 7% Non-resident alien, 1% Hispanic/Latino, 1% Asian, 
1% White  
 96% 24 and under, 4% 25 and over 
 Average Enrolled Freshman GPA 3.33 


















Interdenominational Theological Center 
Interdenominational Theological Center (ITC) is a private consortium of five 
coeducational, predominantly African American, denominational Christian seminaries located in 
Atlanta, Georgia and was founded in 1958. It is the largest free-standing African American 
theological school in the United States. It enrolls over 260 students and offers two master’s 
degrees, and two doctoral degrees. ITC is accredited by the Southern Association of Colleges 
and Schools Commission on Colleges and the Association of Theological Schools. 
Mission 
The Interdenominational Theological Center is a consortium of denominational seminaries 
whose mission is to educate Christian leaders for ministry and service in the Church and the 
global community. ITC educates and nurtures women and men who commit to and practice a 
liberating and transforming spirituality, academic discipline, religious, gender, and cultural 
diversity, and justice and peace. 
Core Values 
The ITC is committed to demonstrating high standards of ethical and moral behavior in every 
aspect of institutional life and embraces the following values: 1) Honesty; 2) Compassion; 3) 
Respect; and 4) Integrity. 
Motto: For a Prepared Ministry  
Demographic Student Profile 







Meharry Medical College 
Meharry Medical College is one of the nation’s oldest and largest historically Black 
academic health science centers dedicated to educating physicians, dentists, researchers, and 
health policy experts. It is located in Nashville, Tennessee and was chartered as the Medical 
Department of Central Tennessee College in 1876. It was chartered separately in 1915 and is the 
first medical school in the South for African Americans. Meharry is accredited by the Southern 
Association of Colleges and Schools Commission on Colleges, Liaison Committee on Medical 
Education, Commission on Dental Accreditation, and Council on Education for Public Health.  
Mission 
Meharry Medical College is a global academic health sciences center advancing healthy equity 
through innovative research, transformative education, exceptional and compassionate health 
services and policy-influencing thought leadership. Meharry empowers diverse populations to 
improve the well-being of humankind. 
Core Values 
Meharry Medical College is a community of scholars and learners committed to excellence: 
Accountability with transparency 
Equity with inclusion 
Respect with collegiality 
Service with compassion 
Integrity without exception 
Motto: Worship of God Through Service to Mankind 
Demographic Student Profile 






Morehouse School of Medicine 
Morehouse School of Medicine (MSM) is a co-educational medical school located in 
Atlanta, Georgia and was founded in 1975 as the Medical Education Program at Morehouse 
College. In 1981, MSM became an independently chartered institution. MSM is among the 
nation’s leading educators of primary care physicians and was recently recognized as the top 
institution among U.S. medical schools for their social mission. MSM is accredited by the 
Accreditation Council for Continuing Medical Education, Accreditation Council for Graduate 
Medical Education, Council on Education for Public Health, Liaison Committee on Medical 
Education and Southern Association of Colleges and Schools Commission on Colleges. 
Mission 
 Improve the health and well-being of individuals and communities 
 Increase the diversity of the health professional and scientific workforce 
 Address primary health care through programs in education, research, and service  
With emphasis on people of color and the underserved urban and rural populations in Georgia, 
the nation, and the world. 
Core Values 
Improve the health and well-being of individuals and communities; 
Increase the diversity of the health professional and scientific workforce; 
Address primary health care needs through programs in education, research and service; 
With emphasis on people of color and the underserved urban and rural populations in Georgia, 
the nation and the world. 
Motto: Knowledge Wisdom Excellence Service 




 74% Black or African American, 9% Asian, 7% White, 4% Hispanic/Latino, 1% Two or 




















North Carolina Agricultural & Technical State University 
North Carolina A&T State University (NCA&T) is a public, coeducational, historically 
Black, Research University located in Greensboro, North Carolina. NCA&T was founded in 
1891 as a land-grant institution and is the largest HBCU in the United States, enrolling 
approximately 12,100 students. NCA&T offers 177 bachelor’s degrees, 30 master’s degrees, and 
9 doctoral degrees. NCA&T is accredited by the Southern Association of Colleges and Schools 
Commission on Colleges.  
Mission 
North Carolina A&T State University advances knowledge through scholarly exchange and 
transforms society with exceptional teaching, learning, discovery and community engagement. 
As a land-grant doctoral research institution with a distinction in STEM and commitment to 
excellence in all disciplines, NCA&T creates innovative solutions that address the challenges 
and economic needs of North Carolina, the nation and the world. 
Core Values 
Learning - We embrace a culture that enriches the learning experience, enhances critical 
thinking, and promotes a desire for life-long personal development.  
Excellence - We pursue excellence in all our endeavors.  
Integrity - We demonstrate high moral character and ethical behavior.  
Respect - We are an inclusive community that values differences in perspectives, ideas, learning 
styles, and cultures.  
Creativity - We foster an innovative environment that encourages the rich exchange of ideas, 




Engagement - We develop vital partnerships that impact the social and environmental challenges 
of regional, national and global communities.  
Service - We proactively respond to the needs of those we serve. 
Motto: Mind and Hand 
Student Profile 
 77% of student body receives some form of financial aid 
 60% of student body eligible for Pell Grant 
 495 students receive educational benefits (Post 9/11 GI Bill, DOD Tuition Assistance, 
etc.) 
 81% Black or African American, 6% White, 4% Hispanic/Latino, 4% Two or more races, 
1% Asian, 3% Race/ethnicity unknown 
 88% 24 and under, 12% 25 and over 
 Average Enrolled Freshman GPA 3.51 













Savannah State University 
Savannah State University (SSU) is a public, co-educational, historically Black university 
in Savannah, Georgia. It is the oldest HBCU in the state of Georgia and was established in 1890 
as a result of the Second Morrill Land Grant Act. Originally called the Georgia State Industrial 
College for Colored Youth, SSU became a four-year, degree granting institution in 1928. In 1996 
the institution was named Savannah State University. SSU offers 30 bachelor’s degrees and 6 
master’s degrees and enrolls approximately 4,900 students. Savannah State University is 
accredited by the Southern Association of Colleges and Schools Commission on Colleges. 
Mission 
Savannah State University develops productive members of a global society through high quality 
instruction, scholarship, research, service, and community involvement. The University fosters 
engaged learning and personal growth in a student-centered environment that celebrates the 
African American legacy while nurturing a diverse student body.  
Core Values 
Every member of the SSU community is required to adhere to the Statement of Core Values – 
Integrity, Excellence, Accountability and Respect – that form and guide the daily work of the 
Institution.  
1. Integrity – We will be honest, fair, impartial and unbiased in our dealings both with and on 
behalf of SSU.  
2. Excellence – We will perform our duties to foster a culture of excellence and high quality in 
everything we do.  
3. Accountability – We firmly believe that education in the form of scholarship, research, 




safeguarding our resources and being good stewards of the human, intellectual, physical and 
fiscal resources given to our care.  
4. Respect – We recognize the inherent dignity and rights of every person, and we will do our 
utmost to fulfill our resulting responsibility to treat each person with fairness, compassion and 
decency. 
Motto: Light and Truth 
Student Profile 
 81% of student body receives some form of financial aid 
 74% of student body eligible for Pell Grant 
 282 students receive educational benefits (Post 9/11 GI Bill, DOD Tuition Assistance, 
etc.) 
 83% Black or African American, 7% Hispanic/Latino, 4% White, 4% Two or more races, 
2% Non-resident alien 
 90% 24 and under, 10% 25 and over 
 Average Enrolled Freshman GPA 2.88 












Spelman College is a private, women’s, historically Black college in Atlanta, Georgia. 
Originally founded in 1881 as the Atlanta Baptist Female Seminary, it became Spelman College 
in 1924. Spelman offers 8 bachelor’s of science degrees and 20 bachelor’s of arts degrees and 
currently enrolls approximately 2,340 students. Spelman College is accredited by the Southern 
Association of Colleges and Schools Commission on Colleges.  
Mission  
Spelman College, a historically Black college and a global leader in the education of women of 
African descent, is dedicated to academic excellence in the liberal arts and sciences and the 
intellectual, creative, ethical, and leadership development of its students. Spelman empowers the 
whole person to engage the many cultures of the world and inspires a commitment to positive 
social change. 
Core Values 
More than simply a social or transactional network, the Spelman community bonds around 
fundamental, enduring core values—strict allegiance to the highest academic standards, 
dedication to elevating the lives of women of African descent, and an 
abiding commitment to social justice. 
Motto:  
Our Whole School for Christ 
Student Profile 
 79% of student body receives some form of financial aid 
 49% of student body eligible for Pell Grant 




 97% Black or African American, 2% American Indian, 1% Two or more races, 1% Non-
resident alien 
 99% 24 and under, 1% 25 and over 
 Average Enrolled Freshman GPA 3.60 







































CEEQA Leading the Conversation 
The goal of Chapter five is to provide the study’s main findings and demonstrate that the 
methodology described in Chapter three was followed.  
The inaugural convening of CEEQA offered significant resources and specific expertise 
to the HBCU community and higher education community writ large. CEEQA provided a 
kindred spirit that is hard to measure or quantify, but the spirit was powerfully present: 
“Grateful to be at the table, with people that lead and do this work every day…humbled, 
and sort of saddened by the fact that there were not more of us there, but I know that is 
not an indication of their lack of commitment. A lot of hearts were with us, but they could 
not all physically be there.” 
“This is bigger than what our accrediting bodies say.” 
“Our students know that a college education can change their lives and we need to be 
intentional about facilitating that change.”  
“We must quantify and qualify the processes that allow us to produce the legacy of 
HBCUs…the magical dust or the DNA of our institutions.” 
Conversely, the following themes that inhaled life and exhaled evidence from the data 
collected during CEEQA’s inaugural meeting in Atlanta include Majesty, Mastery, Memory, and 
Meaning. These themes provide a lens through which I describe the findings and examine my 
research questions. Anchoring in the spirit of Asa Hilliard, I along with CEEQA’s infinite 
wisdom define the themes as: 
Majesty – The establishment of dignity, authority, connection, power and splendor between the 




Mastery - The atmosphere of inspiration that possess those involved to seek and attain a higher 
level of skill, knowledge, technique and/or proficiency. 
Memory - The blending/merging of the knower/seeking knowledge with what is known and the 
process of knowing, symbolically connecting the inquiry with the heart. 
Meaning - The ability to uncover and discover the deeper significance of what has been learned 
and/or gained. 
Access and Trust 
This case study concentrated on a singular entity – the HBCU Collaboration for 
Excellence in Educational Quality Assurance (CEEQA). This convening of HBCU assessment 
and institutional effectiveness professionals took place June 21-22, 2018, on the historic 
Morehouse School of Medicine campus in Atlanta, GA.  
CEEQA presented an opportunity for me as a Research Analyst at a national assessment 
institute and HBCU graduate to be intimately involved with the early planning stages of its 
foundation, actualized inaugural convening, and subsequent organizational structure. 
Additionally, my experience as a researcher and HBCU foundation aided in developing and 
cultivating trust among CEEQA founders and organizers. Lincoln & Guba, (1985) noted that 
credibility, transferability, dependability, and confirmability are important in establishing 
trustworthiness. As an advanced level graduate student who has taken qualitative courses in 
research approaches, I understand that trustworthiness and validity of qualitative research 
depends on what the researcher sees and hears. That said, I was extremely careful and paid close 
attention to verbal and nonverbal clues that slowly granted me access in the months leading up to 




One of the ways to ensure credibility and transferability is to ensure that those 
interviewed have the experience to discuss the phenomenon the researcher seeks to explore 
(Lincoln & Guba, 1985). CEEQA organizers have a combined 25+ years of service to the HBCU 
community. My dissertation director and I agreed that their experiences coupled with our data 
collection approaches (focus group, interviews, participant observations, and document analysis) 
would provide thick descriptions of interactions during our 2-day immersion in CEEQA 
activities (Geertz, 1973). These descriptions convey what the readers would have experienced if 
he or she had been present (Geertz, 1973). 
Planning for an Inaugural Convening. Peshkin (2000) recommends researchers look at and 
consider the emergence of positive and negative things during and after data collection – this 
takes intellectual sophistication, objectivity, and positionality. As a research analyst with the 
National Institute for Learning Outcomes, I had the opportunity to meet two prominent players in 
the realization of CEEQA at the 2017 Assessment Institute in Indianapolis, IN. Over the course 
of developing a working relationship, I quickly realized that conversations about an official 
organization of HBCU assessment professionals have been happening for years, in silos.  
Out of those discussions a more intimate and active dialogue was growing among 
members of the HBCU community within the Southern region. These colleagues enjoy a 
working relationship rooted in collegiality, mentorship, and professional development. Some met 
as members of a special interest group of the Association for Institutional Researchers (AIR) 
while others have worked together as campus level administrators, and others met while serving 
as assessment coaches. These comrades who share 25+ years of experience at HBCUs decided to 
team up to conceptualize and seek guidance for a formal convening of HBCU assessment 




institutions are part of the Southern Association of Colleges and Schools Commission on 
Colleges (SASCOC).  
2017 Assessment Institute  
In an effort to stay informed on the latest research on assessment, some soon to be 
CEEQA founding members attended the 2017 Assessment Institute in Indianapolis, IN. During 
this conference they gathered and attended various plenary sessions together. This particular 
conference presented an opportunity for organizers to glean ideas and discuss the impending 
convening. Every chance they got to gather as a group during this conference – between 
sessions, lunch, and dinner – HBCU colleagues strategized and sought out advice from seasoned 
assessment experts. Before the 2017 Assessment Institute’s closing session, the group gathered 
one last time to support colleague’s featured on the NILOA Track panel, Assessment at 
Historically Black Colleges and Universities where nine different HBCUs were highlighted. As 
one member stated, this panel was the perfect climax to end a collegial experience and “finally 
not feel alone” at the Institute or my home institution.  
Participants returned to their campuses reenergized and ready, and agreed to move 
forward with scheduling their first official meeting for the following summer. The first order of 
business included identifying local colleagues who could assist with administrative/managerial 
support and soliciting sponsorship from an established organization that focuses on assessment 
and student learning outcomes. They also agreed that the first meeting would be held in Atlanta, 
Georgia starting as a small work group headed by members of the Atlanta University Center 
Consortium – Clark Atlanta University, Morehouse College, Morehouse School of Medicine, 




The invitation only event targeted HBCU assessment directors, institutional effectiveness 
professionals, and vice/assistant presidents for research, etc. to take part in a two-day conference. 
Colleagues from the Atlanta University Center Consortium led the initiative of getting the word 
out and interests up while Florida A&M’s Office of University Assessment was instrumental in 
surveying potential participants specific needs and interests. In order to maximize their time 
together, additional invitations were extended to the National Institute for Learning Outcomes 
Assessment, a representative from the Southern Association of Colleges and Schools 
Commission on Colleges, and Watermark, an assessment technology vendor. 
Lastly, as researchers and practitioners, CEEQA founding members are aware that little 
attention has been paid to the specifics as to how HBCUs provide a variety of options for 
gathering, documenting, using, and sharing meaningful actionable evidence of student learning 
on their campuses. In that spirit, it is important to note the deliverables that highlight CEEQA’s 
commitment to the cause.  
Convening Deliverables. The group worked closely together over the course of two-days and 
immersed themselves in professional development sessions and group work. From Trends of 
Assessment to Quality Assurance in Assessment Process, and Transparency Framework, from E-
Solutions in Outcomes Assessment to an Asa G. Hilliard Think Tank, the culmination of the 
event reignited and reaffirmed the group’s commitment to best practices in assessment. By the 
end of the two-day convening, the group adopted goals, a vision statement, and future convening 
schedule. CEEQA concluded the event with the following deliverables: 
1. Created an organizational structure,  
2. Refined the vision and scope of the collaborative, 




4. Outlined a plan and timeline for future engagements,  
5. Committed to scholarly collaboration for publication opportunities. 
CEEQA Goals 
The Office of Educational Outcomes and Assessment at Morehouse School of Medicine, the 
Office of University Assessment at Florida Agricultural and Mechanical University, along with 
the National Institute for Learning Outcomes Assessment teamed up to conceptualize the HBCU 
Collaboration for Excellence in Education Quality Assurance (CEEQA).  
The goals of CEEQA are to:    
1. Maximize the use of tools, processes, and human resources dedicated to outcomes 
assessment and evidence-based decision making at partner HBCU institutions, 
2. Enhance the use of systematic, evidence-based practices for assessment and institutional 
effectiveness among partner institutions to more effectively communicate assessment 
outcomes to internal and external stakeholders, 
3. Provide a platform for showcasing the culturally relevant assessment and evaluation 
practices that are used at HBCUs to tell our story and to demonstrate the impact of HBCUs 
within the academy, and 
4. Provide an opportunity for shared scholarly output in the form of joint research, 
publications, and conference presentations for assessment, institutional research, and 
institutional effectiveness professionals at partner institutions. 
Vision Statement 
The vision of HBCU CEEQA is to leverage the collective expertise of assessment professionals 
to promote the use of best-practices in assessment and evaluation and to demonstrate the 




The following images show CEEQA members immersed in group thought and work. Image 3 
represents CEEQA’s Trends of Assessment plenary, while Image 4 is a picture of CEEQA 
members discussing goals, vision, and ideas on CEEQA moving forward. 
Image 3      Image 4 












Research Question 1. What are some assessment approaches that takes various needs of 
different student populations, for instance, culture and diversity, into consideration? 
Culture reflects the way people give priorities to goals, how they behave in different 
situations, and how they cope with their world and with one another. Culture is 
transmitted from generation to generation. Likewise, culture and traditions at HBCUs 
are deeply rooted in the consciousness of their leaders, faculty, staff, and students.   




HBCUs commitment to legacy, their diverse student populations, including cultural 
differences, are the stimulus to assessment approaches that takes various needs of their students 
into consideration. Crenshaw (1989) argued that most sociological theory makes the mistake of 
examining only one variable at a time and challenges the inequities that impact structural 
oppression, in this case, HBCUs’ culturally diverse student populations. According to Hall and 
Hood (2005), treating those with noticeable characteristics defining difference, such as language 
or race, as a monolithic minority masks the important and sometimes subtle realities of their lives 
(p. 49).  
HBCUs engagement of various assessment approaches include curricular and co-
curricular activities. From oral and written presentations to video documentaries, from blog 
writing assignments to internships, from reflective journal learning logs to alternative spring 
break, HBCUs immerse their students in various meaningful learning experiences that allow 
stakeholders to collaborate and provide feedback that students can use to improve. For instance, 
reflective journals and learning logs allow students an opportunity to reflect on personal and 
major experiences, including internships, community partnerships, student organizations, and 
field-experiences.  Additionally, the effectiveness of oral presentations spans across a variety of 
disciplines and creates an opportunity to use technology as a visual aid to improve the quality of 
the presentation to a variety of audiences. It is also an excellent opportunity to receive immediate 
feedback. 
Along those same lines, some HBCU assessment practices include faculty providing 
feedback to maximize growth opportunities – giving students several opportunities to reflect and 
be successful. Some HBCUs have active faculty assessment conversations where faculty share 




learn from each other in an effort to ensure meaningful and relevant student teacher interactions. 
This transparency of learning leads to academic results that positively affects student success at 
HBCUs, including retention, persistence, graduation, and job placement rates.  
Constant contact with students goes hand-in-hand with mentoring, peer mentoring, etc. It 
is essential for students to understand their transition to the university and how important 
it is to be a part of this particular community…and the great responsibility they have as 
members of this community. -CEEQA Founding Member, 2018 
Historically, HBCUs have successfully matriculated and graduated diverse student 
populations – it is one of their many strengths. For example, the first-year experience program at 
Florida A&M University (FAMU) has seen a growth in the number of first-generation students 
who have a cumulative GPA 2.5 and above. They attribute this to the socialization and 
integration of students and their introduction into the community which help them understand 
what it means to be a student at FAMU, “atop the highest of Tallahassee’s seven hills”.  
Additionally, FAMU implemented living learning communities and summer bridge programs 
that were designed to provide their culturally diverse students, who may not have the requisite 
knowledge and skills, to come in and hit the ground running. These programs are an example of 
how HBCUs fill the gap and speak to their holistic assessment approaches that considers the 
needs of all of their students. 
Another demonstration of HBCUs assessment approaches that takes various needs of 
different student populations into consideration is Morehouse School of Medicine’s (MSM) 
student-centered learning assessments that include learning style and preference inventories, 
analysis, and training. Before entering any program at MSM, students are highly encouraged to 




and staff understand better how they need to deliver information, how incoming students learn, 
and who (groups) they will learn best with. This speaks to the legacy of HBCUs. They build and 
sustain institutional cultures for meaningful assessment and continuously seek to identify 
promising practices that support student success and improve their assessment practices. 
Research Question 2. What has worked well on HBCU campuses to guide improvement while 
leveraging accountability expectations? 
Perhaps some of the ways we assess are not viewed in the typical vein of PWIs. We are 
constantly doing qualitative assessment because we have to pay attention to our 
surroundings (as a part of our survival as a people). We understand our students, 
particularly first-generation students, who perhaps don’t need as much academic support 
as navigating college culture and language. We teach out of love, we mobilize resources, 
a lot of what we are doing is in service to our students. The literature does not validate 
what we are doing all the time - but we are doing it. -CEEQA Phi, 2018 
As HBCUs continue to evolve, they have made great strides in guiding improvements 
while leveraging accountability expectations. For those connected to history and mission of 
HBCUs, qualitative assessment begins from when students enter and does not end when they 
depart. Students’ narratives guide assessment: From recognizing food and/or housing insecurities 
to asking sometimes intrusive questions, HBCUs mobilize resources without a script, plan, or 
incentives. A lot of what the HBCU community does is in service to their students and doesn’t 
necessarily fit a prescribed assessment plan.  
 There are some concerns, however, that HBCU assessment practices are not viewed in 
the typical vein of PWIs. Along those same lines, there is a concerted effort in the HBCU 




up the things that they have not done well. According to CEEQA founding members, some of 
their offices were created out of crisis. Thus, doing things under great tension where a heavy 
handed “get it done because I say so” approach is the catalyst for a shift to a culture of 
assessment. 
North Carolina A&T State University (NCA&T), assessment system supports 
accreditation and other program reviews while being responsive to the cultural needs of their 
students. These initiatives allow NCA&T to respond to their diverse students (rural and low-
income, adult learners, international students, and lower division students) who are still gaining 
their confidence. Notwithstanding accreditation, NCA&T assessment system requires them to 
review assessment data and seek improvements to ensure all students are learning and 
performing. This culture of assessment has worked well – it responds to accountability 
expectations while continuous improvement leads the initiative. 
Clark Atlanta University (CAU), in Atlanta, GA has seven core competencies or student 
learning outcomes and required courses for those competencies. It is the responsibility of the 
Clark Atlanta General Education (GE) Committee to: 
1. Conduct annual reviews of the GE assessment plans, coordinate assessment of GE, 
and provide feedback to programs and faculty, 
2. Conduct professional development for faculty and joint academic affairs faculty 
committee at annual retreat on GE assessment, 
3. Submit an annual report on GE assessment in Improve, the university’s online 
reporting system, and 





This system allows CAU to guide improvement while leveraging expectations. Additionally, 
CAU constantly seeks to understand where their students fall short from an empirical standpoint 
versus an anecdotal standpoint. “It’s also about identifying courses where students fall short and 
providing the necessary support to help students move forward while providing adequate 
resources that will help students to navigate college” (CEEQA, Psi).  
Another initiative that helps HBCUs guide improvement while leveraging accountability 
expectations is their commitment to the mission of their institutions, and the success of their 
students. Various assessment activities are part of the HBCU institutional design, where student 
success is in concert with meaningful learning opportunities. Moreover, there is a powerful 
connection between high-impact practices and their students’ lives as students and citizens. 
High-Impact Practices (Kuh, 2008) is inclusive of a list of 11 teaching and learning practices that 
have been widely tested and accepted as effective. High-Impact Practices allow students to 
engage at their home institutions and obtain global experiences that build connections and bridge 
their academic life to career paths. They are: 
 First-Year Seminars and Experiences 
 Common Intellectual Experiences 
 Learning Communities  
 Writing-Intensive Courses 
 Collaborative Assignments and Projects 
 Undergraduate Research 
 Diversity/Global Learning 
 ePortfolios 





 Capstone Courses and Projects 
The previously mentioned assessment approaches are evidence of HBCUs moving in a 
positive, growing mindset of and assessment culture that considers accountability drivers while 
guiding improvement. From providing models of expectations, to student ownership and 
accountability, to providing students ample opportunities for success, HBCUs quantify and 
qualify student success in ways that speak to their missions. Their triangulation of data guides 
improvement while leveraging accountability expectations. 
Research Question 3. How do HBCUs demonstrate student learning in various ways while also 
being transparent about learning that is taking place? 
Often times when institutions frame this work around accountability namely SACSCOC 
and/or specialized accreditation what you get is what I call the path of least resistance  
where we are engaging this work in an effort to check a box and to get a clean bill of 
health and that clean bill of health can be superficial because what often times happens 
within our institutions is that it masks the real issue - you get a clean bill of health - but it 
masks the core issues because we are not really reflecting on the process in a way that is 
tied to continuous with improvement.  –CEEQA Chi, 2018 
HBCUSs demonstration of student learning are expressed through various behaviors. 
HBCUs are saturated with a community of culturally diverse scholars dedicated to building on 
rich histories and legacies in ways that speak to current terms about quality assurance, 
assessment, and student learning. When HBCUs frame assessment activities around improving 
teaching and learning and the process is designed to support student success, meaningful 




 At North Carolina A&T State University, there is an emphasis on students being able to 
operationalize curricular and co-curricular activities to their institutional general education 
student learning outcomes. It is NCA&T’s goal to ensure students see links so that when they 
apply for graduate school or a job, they will be able to make the connection of course work to 
real life and be able to confidently talk about their experiences in ways that matter to employers 
and graduate schools. This is example is evidence of student learning operationalized.   
Along the lines of transparency, it is vital for HBCUs to be at the forefront of their 
student learning success stories. CEEQA Phi (2018): 
“We have skirted around trying to explain our relevance or to prove why we are 
relevant…we are relevant because we do this for our community. There are two choices 
1. Tell our own story, or 2. Our story being told for us…but the story will be told.”  
Morehouse School of Medicine leads the nation in the creation and advancement of 
health equity. Their students are doing this within the field of research and medical fields 
especially in disadvantaged communities. That story, for example among others was not 
surprising to CEEQA members, but not communally known either. Thankfully, CEEQA was 
created as a safe space and repository of information where HBCUs can collaborate and share 
best practices, and student success stories among each other and eventually, the larger 
assessment and research community. CEEQA is well positioned to tell the HBCU assessment 
story and will function as an active professional learning community. 
Again, expressions of student learning transpire in different ways at HBCUs. Student 
success tends to bolster, seemingly because of various learning opportunities for students to 
succeed. HBCUs move students beyond their comfort levels into real possibilities. They also 




important because it helps to keep institutions in compliance. HBCUs though, do not solely focus 
on accountability because in doing so, they lose the opportunity to focus on meaningful learning 
opportunities.     
Summary 
Undoubtedly, there is a dearth of literature on assessment practices and student learning 
outcomes at HBCUs that can be filled by listening to and learning from united voices of those 
who do the work, every day.  As outlined in Chapter 3, this research study employed qualitative 
research techniques and offers a method for exploring and understanding the meaning 
individuals or groups attribute to a social or human problem (Creswell, 2009).  My intent was to 
explore the factors surrounding assessment, accountability, and student learning outcomes at 
HBCUs and present varied perspectives or meanings that participants hold (Creswell, 2009).   
As previously stated, historically, HBCUs have served large populations of 
underrepresented, low-income, first-generation, and students of color while being severely 
underfunded (Anderson, 1988; Nahal, et.al., 2015). Distorted images and stereotypes based on 
race and gender have obstructed the larger society’s view of HBCUs and subsequently their 
relevance in the 21st century. CEEQA aims to tell the HBCU assessment story and functions as 
an active professional learning community. 
The inaugural convening of the Collaboration for Excellence in Educational Quality 
Assurance provided a distinct, first glimpse into an intentionally organized gathering of 
assessment and institutional effectiveness professionals at HBCUs. CEEQA members shared 
mechanisms for respecting their diverse student populations and their experiences as they lead 




 Major findings from this study produced four themes - majesty, mastery, memory, and 
meaning. These themes provided a lens that helped me examine my research questions and offers 
a gaze into the spirit of CEEQA. First, HBCUs are committed to legacy and their diverse student 
populations. These stimuli speak to HBCU’s commitment of providing culturally relevant 
assessment practices that takes various needs of their students into consideration. Secondly, 
HBCUs create institutional cultures for meaningful assessment and work to identify innovative 
practices that support student success. HBCUs have made strides in guiding improvement while 
leveraging accountability expectations. These institutions provide several techniques and 
interventions to ensure student success. Finally, HBCUs understand the importance of 
accountability and compliance but also create assessment activities with the goal of improving 
teaching and meaningful learning opportunities. Their student learning outcomes are acted out in 



























Reclaiming the Intersections of Majesty, Mastery, Memory, and Meaning: Matrix that 
Matter at HBCUs 
The goal of Chapter six is to discuss the results in light of my research questions and in 
conjunction with the literature. Additionally, I summarize the previous chapters and provide 
implications and recommendations for future research. 
Chapter one highlights the purpose of this exploratory and descriptive qualitative study. 
The ultimate goal of this study was to develop in-depth and rigorous matrices, not only of the 
distinctive experiences, characteristics, and culturally relevant teaching and assessment practices, 
but also evidence that highlights what HBCU students know and are able to do once they 
graduate. I employed qualitative research methods and Crenshaw’s (1989) intersectionality 
framework to addresses the following research questions: 
1. What are some assessment approaches that takes various needs of different student 
populations, for instance, culture and diversity, into consideration?  
2. What has worked well on HBCU campuses to guide improvement while leveraging 
accountability expectations? 
3. How do HBCUs demonstrate student learning in various ways while also being 
transparent about learning that is taking place? 
Chapter two, the literature review concentrated on three different topics: 1) assessment, 
2) Historically Black Colleges and Universities, and 3) the two topics as they are merged 
together. Assessment has a broad reach which makes understanding and defining it atypical. For 
this study, assessment is defined as a regular and thoughtful practice of articulating student 




align stated outcomes with documentable evidence. Assessment gives institutions a better 
understanding of what students are getting from their programs. 
Early assessment type activities included studies centered on experiences of “traditional” 
college students; eighteen- to twenty-one year olds, living (usually) on campus in student 
residential communities (Ewell, 2002; Gilbert, 2015). These studies mostly observed 
development of students – from student learning in college to retention and student behavior to 
evaluation and “scientific management” to mastery learning (Ewell, 2002). The assessment 
movement that began in the mid-1980s has shifted and now includes stakeholder concerns with 
higher education and a greater focus on accountability and performance indicators (Ewell, 2002). 
A Historically Black College and University (HBCU) is a college or university that 
existed before 1964, and has a historic and contemporary mission of educating African 
Americans while being open to all students. HBCUs were founded to contest the general practice 
of exclusion in higher education based on discriminatory policies that directly or indirectly kept 
many from having access to education. Almost all HBCUs were founded by northern missionary 
organizations for the stated purpose of providing educational opportunity for Black people in the 
post-Civil War era (Anderson, 1988). Philanthropic support for these organizations was (and 
remains) crucial for early HBCU institutions. There were few alternative sources outside of 
White northern philanthropist, the government, and the African American church for early 
HBCUs. 
Through the years, there has been two opposing perspectives regarding the role of 
philanthropy: On one hand, philanthropy has been interpreted as evidence of the nation coming 
to terms with its legacy of slavery and an attempt to make amends with former slaves. On the 




contributions as a means of maintaining social control and suppression of Blacks – some scholars 
have asserted that philanthropy has been used to perpetuate racial inequality and societal 
stratification (Anderson, 1988; Bonner, 2001; Toldson, 2016; Willis, 2004). With few 
alternatives, Blacks flocked to HBCUs during the late 1800s despite a deep-seated distrust of the 
motives of the institutions’ funders. 
Over the years, HBCUs have provided service to society above and beyond their means. 
Currently, HBCUs play a major role in the economic success of their graduates, and in term, the 
American population. They offer a unique, culturally diverse educational experience and 
continue to be the strategic response to the challenges and opportunities before the Black 
community. The role and relevancy of HBCUs is vital to the African American community, the 
nation, and the global community. 
Chapter three articulated my chosen methods of analysis, explains how I gained access, 
describes data analysis techniques, and restates my three research questions. I also described the 
catalysts for my research questions and my motivation for pursuing this topic. This single unit of 
analysis or case study centers on the Collaboration for Excellence in Educational Quality 
Assurance (CEEQA). CEEQA placed me, as the researcher, into the field where I observed and 
recorded simultaneous dynamics that yielded large amounts of data. Additionally, CEEQA 
allowed me an opportunity for multiple forms of data collection (interviews, focus group, 
participant observation, and document analysis) that enhanced triangulation where information 
was not drawn from one single source, individual, or process of data collection.  
Chapter four provides an overview of each of the institutions represented during my case 
study observations of HBCU assessment and institutional effectiveness professionals. The data 




The chapter also offers a brief overview of the event itself, and a description of each attending 
institution including its mission, university core values, motto, and student demographic 
information.  
Chapter five, provides the study’s main findings and shares the themes that emerged from 
the data. The themes – majesty, mastery, memory, and meaning – provide a lens through which I 
described the findings and examined my research questions. I also describe how credibility, 
transferability, dependability, and confirmability were important in establishing trustworthiness 
within CEEQA. Major finding of this study include: 
 HBCUs are committed to their mission of providing access and a quality higher 
education learning experience to underrepresented people, specifically Black people.  
 HBCUs create institutional cultures for meaningful assessment and use innovative 
assessment practices that support student success.  
 HBCUs have made strides in guiding improvement while leveraging accountability 
expectations and provide several techniques and interventions to ensure student success. 
They understand the importance of accountability and compliance but also create 
assessment activities with the goal of improving teaching and meaningful learning 
opportunities.  
CEEQA Forward 
It took my enrolling in the Ph.D. Higher Education program at the University of Illinois 
Urbana Champaign to recognize race in the academy. This doctoral experience has catapulted 
my desire to ask questions to gain a greater understanding of the root causes and consequences of 
structural oppression in the academy, specifically at HBCUs. Fortunately, my indulgence of the 




learn. Unafraid to grow. CEEQA has provided a lifeline of sorts for me and reignited my desire 
to give back to the HBCU community – a community that has given me and my family so much. 
CEEQA also has allowed me to use my HBCU experience in service to students and the research 
community. 
My recommendations are based on a number of factors, such as literature review, data 
analysis, personal previous experience of working and studying at an HBCU, and my current role 
as a research analyst at the National Institute for Learning Outcomes Assessment.  
 
Recommendation 1: HBCUs have to own their DNA.   
HBCUs have seemingly been afraid to be HBCUs and have been suckered into thinking 
they need to be more like PWIs. HBCU DNA brightly burns, is unique, irreplaceable, and should 
be honored. HBCUs need to own their DNA, live it, and not try to adopt new DNA by forsaking 
it and chasing something else. Collins Matrix of Domination (1988) also speaks to this 
sociological concept which is grounded on the belief that all forms of oppression—racism, 
classism, sexism, and other forms—share a common root of domination wherein some groups 
are superior to and dominate other groups, thus resulting in their privilege and right to rule over 
inferior groups. Figure 2 demonstrates Crenshaw’s intersectionality framework and illustrates 
how several dynamics work together to influence assessment approaches at HBCUs that does not 



















    
 
 
CEEQA (2018) introduces the Matrix that Matter at HBCUs: Majesty, Mastery, Memory, 
and Meaning as a standard of excellence and way of knowing. HBCUs have upheld these 
standards since their inception in 1837, with Africana Institute, now known as Cheney 
University. This matrix, a reclamation of the intersections of elements for and of HCBUs, 
influences a different conversation on HBCU authenticity. This type of scholarly inquiry can 
affirm the establishment of an homage to the ideals and goals of HBCU life – majesty. Figure 3 
shows CEEQAs Matrix that Matter and illustrates how several factors influence assessment 
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Recommendation 2: CEEQA is in a good position to develop a mechanism for HBCUs to 
capture standout students and those students who have (or once) struggled but have bounced 
back successfully.  
 A holistic story on student experiences at HBCUs is desperately needed. One that 
includes the stories of students who may have left on probation, for instance – he or she reenrolls 
and does well – can help brand HBCUs. These stories should be shared with the same pride as 
the stories of the stand out students. Another level to this transparency would be for students and 
alum to be on that same script where they are able to talk about their experiences and share their 
successes. This script would then become a part of the HBCU story. This type of scholarly 
inquiry can affirm the establishment of merging of the knower/seeking knowledge with what is 



























I am who I am today for two reasons, because of my mother and the family I was raised 
in and Howard University, an HBCU… when we walked on to that campus for the first 
time we were surrounded by people who looked like us, everywhere, everybody. You walk 
on to that campus in one area a bunch of young African Americans who were students in 
the Business School walking around with suits on and brief cases, or another area they 
are walking around in leotards in the School of Fine Arts… you have you sororities and 
fraternities… and what you learn at an HBCU is you do not have to fit in to somebody’s 
limited perspective on what it means to be young, gifted, and Black - you can be all those 
things. You do not have to choose. You can be fully actualized and there is such beauty in 
that. Those years when you are learning your identity to be in that environment where 
everybody says to you can be anything you want to be …it is a wonderful place to learn 
who you are and be proud. You leave with confidence to go out into the world and make 
a difference. What an HBCU reminds us is that we come with people and there are a lot 
of us. - Senator Kamala Harris, Oakland California’s 1st Black woman District attorney, 
The Breakfast Club interview, April 23, 2018 
Recommendation 3: HBCUs have to get in front of misleading stories. 
 The contentious relationship between accrediting bodies, namely, the Southern 
Association of Colleges and Schools Commission on Colleges (SACSCOC), the accrediting 
body for most of the country’s HBCUs, and peer reviewers is oftentimes not deeply discussed, 
among HBCUs or scholars. How does this translate to the wider community? In 1928, 
SACSCOC began to formally accredit HBCUs and since then many HBCUs have faced 
challenges maintaining the accreditation (Kibbe, 2013). Between 1998 and 2013, SASCOC 




four HBCUs (Cantey, Bland, Mack, & Joy-Davis, 2013; Kibbe, 2013). It is also noteworthy to 
state that HBCUs make up 13% of SACSCOC membership, yet constitute 25% of SACSCOC 
sanctions. More importantly, it is critical for HBCUs to meet accreditation requirements in order 
to maintain eligibility for federal financial aid for their students. CEEQA is well positioned to do 
the work to dispel misleading stories around student learning and accreditation woes.  
 For instance, CEEQA organizers and leaders were forward thinking in inviting a 
representative from SACSCOC, a Vice President who spent the lunch hour with members to: 1) 
share the new and exciting things that are happening at SACSCOC; 2) provide a general, 
informal overview of the revised assessment/institutional effectiveness-related standards; and 3) 
speak to points of practice and trends related to areas of challenges in reaffirmation, specifically 
for institutions that serve diverse students. SACSCOC active presence at the inaugural convening 
was the first step in CEEQA proactively addressing HBCUs relationship with accreditors. This is 
a huge opportunity to educate the community.  
According to Wooten (2015): 
The Black College experience is unique because although they account for a small 
proportion of higher education organizations, the schools have found themselves at the 
center of debates within American higher education, legislation, and jurisprudence… 
Perhaps because they aspired to do something as militant as educate the formerly 
enslaved and their descendants some with public monies no less, Black colleges have 
faced stiff opposition whenever they have attempted to expand their resources and 
capabilities or express their rights in ways not deemed appropriate by powerful field 




Recommendation 4: CEEQA members should advocate for more meaningful engagement of 
High-Impact Practices. 
George Kuh’s High-Impact Practices (2008) is a list of 11 teaching and learning practices 
that have been widely tested and accepted as effective. HBCUs are involved with offering a 
variety of HIPs to their students, but a deeper understanding of how students engage in their 
work is significant. A study on how and/or if students make the connection and bridge 
diversity/global experiences for instance to what they do in their courses and their intellectual 
life would be significant.  
Along similar lines, there have been some studies, namely the 2015 Gallup-USA Funds 
Minority College Graduates Report which speaks to various structures and learning opportunities 
that positively affected HBCU graduates in their personal and professional well-being post-
graduation. Table 6 displays findings from the Gallup-USA Funds Report in that an important 
positive relationship exists within experiential learning opportunities, with Black HBCU 
graduates recalling more involvement in applied internships, long-term projects, and 
extracurricular activities. In summary, the report confirms HBCUs are successfully providing 
Black graduates with a better college experience than they would get at Non-HBCUs. This type 










Table 6  











My professor at my university cared about me as a person. 58% 25% 
I had at least one professor at my university who made me 
excited about learning. 
74% 62% 
While attending my university, I had a mentor who encouraged 
me to pursue my goals and dreams. 
42% 23% 
Felt Support 35% 12% 
While attending my university, I had an internship or job that 
allowed me to apply what I was learning in the classroom. 
41% 31% 
While attending my university, I worked on a project that took 
a semester or more to complete.  
36% 30% 
I was extremely active in extracurricular activities and 
organizations while attending my university. 
32% 23% 
Experiential Learning 13% 7% 
 
Recommendation 5: CEEQA is in a good position to encourage the recruitment of the best and 
brightest faculty, staff, and administrators at HBCUs who are committed to their legacies. 
Every institution competes for the best and brightest students, the best and brightest 
people of color, and some are rolling out aggressive strategies to recruit the best students. When 
students come to HBCUs it is imperative for HBCUs to do their due diligence in ensuring they 
have the kinds of experiences that not only prepare students for work but prepares them for life. 
A study on mechanisms HBCUs use to recruit the best and brightest people, who are not only 
committed to the mission of HBCU institutions but more so the success of our students would be 
extremely valuable. This scholarly inquiry can uncover and discover an atmosphere of 
inspiration that possess those involved to seek and attain a higher level of skill, knowledge, 




Most of us have a historical connection to HBCUs, we’ve chosen to return to HBCUs, 
and are there because we want to be there and want to continue those rich histories and 
legacies but want to continue to make sure we are still relevant and current and hold our 
accreditations tight and the quality of what our students get in a solid form.  
-CEEQA Phi, 2018  
Majesty, Mastery, Memory, and Meaning: Matrix that Matter at HBCUs  
The inaugural convening of the HBCU Collaboration for Excellence in Educational 
Quality Assurance (CEEQA) took place June 21-22, 2018, at Morehouse School of Medicine in 
Atlanta, GA. Assessment and institutional effectiveness professionals from ten Historically 
Black Colleges and Universities (HBCU) gathered for an invite only event that included candid 
conversations about assessment and student learning happening on their campuses. Other invited 
guests included the National Institute for Learning Outcomes Assessment, the Southern 
Association of Colleges and Schools Commission on Colleges, and Watermark.  
Discussions at the convening centered on solutions to common assessment challenges 
and the need for an official HBCU organization of practicing and retired assessment 
professionals and advisors. The group met over the course of two-days and immersed themselves 
in professional development sessions and group work. The culmination of the event produced a 
newly formed collaborative, CEEQA, an organizational structure, and work plan.  
Since the inaugural convening of CEEQA my research agenda and interests have been 
enhanced. It remains loyal to student learning outcomes at HBCUs and now incorporates social 
justice with an intersectional lens. The inaugural convening of CEEQA provides a distinct, first 
glimpse into the collective expertise of assessment and institutional effectiveness professionals at 




expressions of duty, hope, consciousness, awareness, and gratefulness will evoke a similar 
kindred-spirit of service and boost further research and discussion on assessment and student 
learning outcomes at HBCU.  
This research project serves future researchers as it uncovers how HBCUs respond to 
numerous challenges, including funding inequities, matriculating and graduating large 
populations of underrepresented, low-income, first-generation, and students of color. Lastly, this 
study pushes the present theories about HBCU assessment practices and student learning through 
its usage of theory that is not often applied to this phenomenon. 
Understanding how HBCUs respond to the needs of their students is deserving of 
scholarly inquiry. CEEQA is a timely force and a step in the right direction to ignite a more 
inclusive discussion. This collaborative is a collective movement that is positioned well to fill 
gaps in the literature, create opportunities for change, and be the new voice embedded in practice 
implications and consequences. CEEQA is thoughtfully moving in the right direction by 
identifying potential partners, publishing, and building this new level of scholarship. The deep-
rooted culture and traditions at HBCUs have always been closely held by steady and careful 
hands – now their student success stories and lessons will impact the larger assessment 











CEEQA Forward, Wakanda Forever, HBCUs Forever! 
 
 
As I come to the end of my time as a student at the University of Illinois Urbana-
Champaign, I want to thank you, CEEQA, for this community. Our short time together has 
increased my understanding of the foundation of who I am, my place in the academy, and my 
obligation to the research community: I am a non-traditional student with more than 17 years of 
work experience. I come from a solid, active Christian, working class, loving Black family. My 
parents (like so many others) sacrificed and worked hard to ensure their children had choices in 
life. Contrary to popular belief there are Black people who come from families and communities 
that are involved, leaders and change makers, and connoisseurs of the arts. However, I did not 
recognize my own privilege until I was continuously encountering scenarios where I had to 
speak up for others – even when they were not in the room.  
Despite my background and unconquerable soul, I am oftentimes surprisingly floored by 
my experience in mid-western America. The race dynamic is ever present and acted out in every 
situation, discussion, interaction etc. It is draining, but I am here for a reason and am comforted 
and know that my foundation and newfound CEEQA family will protect and guide me.  
I am often asked why in the world I would choose to pursue another doctorate degree. 
My answer varies depending on the day, how I am feeling, and who I am talking to. Some may 
say or think I may have naively drank from the cup that offers an artificial sweetener. This 
sweetener is masked and sprinkled sparingly among a certain type of underrepresented students 
who have high academic potential: Students who could possibly continue the legacy of exclusion 
and elitism, that is the academy. I say, I chose this path because debate, discussion, 




exclude underrepresented communities. Through it all, I am learning my role and the power (and 
freedom) I have in this space.  
As I reflect and wrestle with the power between me and the academy, I dig deeply into 
the wisdom of CEEQA and solicit your majesty, mastery, memory, and meaning. I also call upon 
CEEQA when I am feeling unsure, yet unafraid. Truth seeking, bold and beautiful, service-
centered community of scholars can sometimes be a lonely place, but our search for truth and 
right is the rhythm that will keep our feet grounded and in step. Never missing a beat.  
One of my professional life goals is to ensure that my work address structural oppression 
in the academy. My love affair with the topic of student learning outcomes at HBCUs is one that 
began some time ago, and after a relentless pursuit of knowledge and understanding, I am finally 
encouraged to know that CEEQA will push the envelope and challenge the research community 
to see more, for better or worse. It is our duty as scholars, obligation to our community, and a 
privilege, indeed. 
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APPENDIX B: Recruitment Letter 
 
 






RE: Matrix that Matter: Assessment, Accountability, and Student Learning Outcomes at Historically 
Black Colleges and Universities 
 
Dear HBCU Assessment Professional, 
 
I am writing about an opportunity to participate in a research study about assessment and student learning 
outcomes at Historically Black Colleges and Universities (HBCUs). This study is being conducted by Dr. 
Natasha Jankowski and Verna Orr, a doctoral candidate in the Educational Policy, Organization & 
Leadership program at the University of Illinois Urbana Champaign. 
 
We are contacting you for this study through the leadership of the HBCU Collaborative for Educational 
Quality and Assessment (HBCU CEEQA). The CEEQA provides a platform for HBCU assessment 
professionals to share and collaborate on outcomes assessment and evidence-based decision making at 
HBCUs. All participants attending the inaugural HBCU Collaborative for Excellence in Educational 
Quality and Assessment (HBCU CEEQA) will be invited to participate.  
 
The purpose of this exploratory and descriptive research is to investigate the practice of assessment and 
student learning outcomes at HBCUs. Attached is a consent form describing the details of the study and 
advising you of your right as a participant in the study. Upon completion of data collection, I will supply 
you with a copy of the information to ensure validity and accurate representation. 
 
Please know that your participation is voluntary, and you have the right to refuse to answer questions (or 
stop the interview process) at any time. Information shared throughout this study will be kept as 
confidential as possible and not shared with anyone outside of the research team.  We will also ensure that 
neither your name nor any other identifying information will appear on any forms as all efforts will be 
employed to protect against and minimize risks to all participants in this study. 
 
Thank you, in advance, for your cooperation. I am looking forward with eager anticipation to hear from 
you as early as possible and will follow up within the next two weeks to ascertain your interests and 
availability. If you would like any further information about this study, please contact Dr. Natasha 
Jankowski at 217.244.2155 or via e-mail at njankow2@illinois.edu.  
 
 
_________________________________                                            ____________________ 








APPENDIX C: HBCU Collaborative Interest Survey 
 
1.     Name 
2.     Title 
3.     Institution 
4.     Years of service in position 
5.     Rank the following in terms of importance: 
a.     Quality Assurance in Assessment Processes 
b.     Professional Development Plan for Assessment  
c.      Curriculum and Assessment Alignment Maps 
d.     Program Assessment Rubrics 
e.      Elements of Academic Program Review 
f.       Data Visualization Tools 
g.     Assessment and Accreditation 
6.     What best practice or strength can you share with others as part of this collaborative? 
7.     What issue of topic of discussion would be most beneficial to you in the work of this 
collaborative? 




















Response Categories  % 
Director of Assessment 7.14% 
Assistant Vice President with 
responsibility for Institutional 
Effectiveness 
14.29% 














Response categories % Count 
Less than one year 15.38% 2 
1-2 years 23.08% 3 
2-4 years 15.38% 2 
4-6 years 7.69% 1 
6-8 years 15.38% 2 
8-10 years 7.69% 1 
More than 10 years 15.38% 2 









Please rank the following in terms of importance within the field of assessment with 1 being very 
important. 





































3 8.33% 1 25.00
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0 8.33% 1 8.33% 1 16.67
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What best-practice and or strength can you share with others as a part of this 
collaborative? 
I can share our experiences transitioning from a paper-based process to documenting 
assessment activities to an institution-wide cloud-based platform designed to help manage the 
process in addition to affording programs and units the ability to align outcomes to 
accreditation standards and strategic priorities at the institutional level. 
I have written books, books chapters, and articles and have made multiple presentations 
nationally and internationally on Evaluation (i.e., products, programs, processes, personnel). 
Culturally Responsive Evaluation. 
As an IR person, I can share the databases we had at my institution which support assessment 
for best practice. 
Leading program area faculty through curricular/assessment/accreditation reviews  
Introducing faculty to VALUE rubrics (nationally recognized) assessments for improved 
outcomes and narratives of their degree programs. 
Determining metrics for program evaluation and evaluating programs. 
Professional development for shifting and creating assessment cultures for higher education. 
Institutionalize Assessment so that the units do not lose momentum in completing on-going 
assessment work as turnover occurs in the organization. 
Models for IE, Framework for assessing quality, strategic planning models. 
 
 
What issue or topic of discussion would be most beneficial to you in the work of this 
collaborative? 
 
What suggestions or thoughts can you offer to strengthen the value and success of the 
collaborative? 
Plan in advance, identify key roles and responsibilities, and most importantly expected 
outcomes. 
Hopefully we will include sense making sessions that consider the intersectionality of justice 
issues and traditional discipline outcomes which often times frames the context of content in 
the HBCU setting. 
Building and sustaining an institutional culture for meaningful assessment that serves to move 
the institution forward. 
How we can identify promising practices (a.k.a. best practices) and support each other to 
improve our own practices. 
Constructing Learning Benchmarks responsive to liberative epistemologies. 
How to build campus climate of using IR data for assessment purpose. 
The utilization of data analytics. 
How to be creative with your University’s resources and support for assessment. 
Best practices for collection of evidence and artifacts and integrating those in the assessment 
cycle for analysis and decision-making. 




Thoughts on establishing responsive/collaborative/systemic practices and protocol (campus 
culture) that live (or outlive) beyond individuals and turnover in Institutional Effectiveness 
units at HBCU. 
At the onset, I would like the collaborative to establish outcome measures and set timelines for 
publishing and presenting at national conferences. 
Provide as many easy to follow, practical steps as possible to guide work when the 
participants return to their institutions. Maybe a practitioner's guide or checklist? 










































APPENDIX E: Consent Form 
 
Matrix that Matter: Assessment, Accountability, and Student Learning Outcomes at 
Historically Black Colleges and Universities  
 
You are being asked to participate in a research study.  Researchers are required to provide a 
consent form such as this one to tell you about the research, to explain that taking part is 
voluntary, to describe the risks and benefits of participation, and to help you to make an 
informed decision.  You should feel free to ask the researchers any questions you may have. 
 
Principal Investigator Name and Title: Natasha Jankowski, Ph.D., Director, National Institute for 
Learning Outcomes Assessment 
Department and Institution: Educational Policy, Organization & Leadership, University of Illinois 
Urbana Champaign 
Address and Contact Information: 1310 6th Street, Champaign, IL 61820 - njankow2@illinois.edu 
Sponsor: N/A 
 
Why am I being asked?     
 
You are being asked to be a subject in a research study about assessment, accountability, and 
student learning outcomes at Historically Black Colleges and Universities (HBCUs) that uses 
focus groups and semi-structured interviews. All participants attending the inaugural HBCU 
Collaborative for Excellence in Educational Quality and Assessment (HBCU CEEQA) will be 
invited to participate. 
 
Little attention has been paid to the specifics as to how HBCUs provide a variety of options for 
gathering, documenting, using, and sharing meaningful actionable evidence of student learning, 
therefore, you have been asked to participate in the research because of your expertise as a 
practicing assessment professional at an HBCU. 
 
Your participation in this research is voluntary.  Your decision whether or not to participate will 
not affect your current or future dealings with the University of Illinois at Urbana-Champaign.  If 
you decide to participate, you are free to withdraw at any time without affecting that 
relationship.  
 
Approximately 20 subjects may be involved in this research at the University of Illinois at 
Urbana-Champaign.  
 
What is the purpose of this research?    
 
Historically Black Colleges and Universities, like other higher education institutions, must be 
responsive to public pressures for more accountability and requires substantial evidence of 







from their constituents – students, parents, faculty, government agencies, accrediting bodies, 
funding sources and others (Palmer, R., Hilton, A., & Fountaine P., 2012; Brown & Ricard, 2008). 
HBCU students are bringing with them new behaviors and learning styles, and new familiarity 
with preferences in technology (Nahal, et al, 2015). Responding to these pressures along with 
offering meaningful educational experiences is vital to the long term success of any institution. 
Given that HBCUs serve large populations of underrepresented, low-income, first-generation, 
and students of color, understandings as to how they respond to internal and external tensions 
will provide insight into the positive and negative aspects of accountability and transparency. 
The purpose of this exploratory and descriptive research is to investigate the practice of 
assessment and student learning outcomes at HBCUs. One of the long term goals of this 
research is to increase HBCU representation in the national assessment dialogue. Moreover, it 
is the researcher’s intent to give voice to assessment professionals and leaders serving diverse 
student populations at HBCUs.  
 
What procedures are involved?    
 
This research will be performed at the inaugural HBCU Collaborative for Excellence in 
Educational Quality and Assessment (HBCU CEEQA) in Atlanta, Georgia, summer 2018. 
 
You will need to come to the study site one time over the next four months.  
 
Each of those visits will take about two (2) hours of your time.  
 
The study procedures are inclusive of two phases: a focus group and semi-structured 
interviews. Your participation is most relevant for Phase I, which involves a focus group of five 
(5-7) practicing assessment professionals at HBCUs. The hallmark of a focus group is the explicit 
use of group interaction to produce data and insights that would be less accessible without 
interaction found in a group (Morgan, 1988). The focus group is estimated to last 2 hours and 
will be led by two group facilitators. They will ask open-ended questions about assessment and 
student learning outcomes at HBCUs. The focus group will be audio recorded (with your 
permission) and transcribed following the session and held in strictest confidence. You will not 
be identified individually on the transcripts.  
 
Your participation is most relevant for Phase II, which involves semi-structured interviews of 3-5 
CEEQA leadership and organizing committee members. Semi-structured interviews will allow 
me the opportunity to get the story behind participants experiences (McNamara 1999), and 
uncover in-depth information about assessment at HBCUs. Interviews are estimated to last 1 
hour. I will ask open-ended questions about assessment and student learning outcomes at 
HBCUs. The interviews will be audio recorded (with your permission), transcribed following the 
session, and held in the strictest confidence. You will not be identified on the transcripts.  





To the best of our knowledge, the things you will be doing have no more risk of harm than you 
would experience in everyday life. 
 
Are there benefits to taking part in the research?   
 
Taking part in this research study may not benefit you personally, but we [researchers] may 
learn new things that will help others.  
 
What other options are there? 
 
You have the option to not participate in this study. 
 
Will my study-related information be kept confidential? 
 
Faculty, students, and staff who may see your information will maintain confidentiality to the 
extent of laws and university policies. Personal identifiers will not be published or presented. 
 
What are the costs for participating in this research?    
 
There are no costs to you for participating in this research.  
 
Will I be reimbursed for any of my expenses or paid for my participation in this research? 
 
You will not be offered payment for being in this study.  
 
Can I withdraw or be removed from the study?  
 
If you decide to participate, you are free to withdraw your consent and discontinue participation 
at any time. 
 
The Researchers also have the right to stop your participation in this study without your consent 
if: 
 They believe it is in your best interests; 
 You were to object to any future changes that may be made in the study plan; 
 If applicable, list any reasons specific to the study ( i.e., the sponsor of the research has 
decided to stop the research, if you experience a severe side effect, if you do not follow the 
study procedures or if new information is identified); and/ or 
 Describe any other circumstances for withdrawal. 
 
 
In the event you withdraw or are asked to leave the study, you will still be compensated as 
described above. 
 





Contact the researchers, Dr. Natasha Jankowski, Director, National Institute for Learning 
Outcomes Assessment at 217.244.2155 or njankow2@illinois.edu: 
 if you have any questions about this study or your part in it,   
 if you have questions, concerns or complaints about the research. 
 
What are my rights as a research subject? 
  
If you feel you have not been treated according to the descriptions in this form, or if you have 
any questions about your rights as a research subject, including questions, concerns, 
complaints, or to offer input, you may call the Office for the Protection of Research Subjects 
(OPRS) at 217-333-2670 or e-mail OPRS at irb@illinois.edu 
 
Remember:      
 
Your participation in this research is voluntary.  Your decision whether or not to participate will 
not affect your current or future relations with the University.  If you decide to participate, you 
are free to withdraw at any time without affecting that relationship. 
 
I have read (or someone has read to me) the above information.  I have been given an 
opportunity to ask questions and my questions have been answered to my satisfaction.  I agree 
to participate in this research.  I will be given a copy of this signed and dated form. 
 
 
           
Signature       Date 
 
      
Printed Name 
 
           
Signature of Person Obtaining Consent   Date (must be same as subject’s) 
 
 
      












APPENDIX F: List of Invited HBCUs 
 
Albany State University – Albany, GA 
Allen University – Columbia, SC 
Benedict College – Columbia, SC  
Bennett College for Women - Greensboro, NC 
Bethune Cookman University - Daytona Beach, FL 
Claflin University – Orangeburg, SC 
Clark Atlanta University – Atlanta, GA 
Clinton Junior College – Rock Hill, SC 
Edward Waters College – Jacksonville, FL  
Elizabeth City State University - Elizabeth City, NC 
Fayetteville State University - Fayetteville, NC 
Florida Memorial University – Miami Gardens, FL 
Florida A&M University – Tallahassee, FL 
Fort Valley State University – Fort Valley, GA 
Howard University – Washington, DC 
Interdenominational Theological Center – Atlanta, GA 
Johnson C. Smith University – Charlotte, NC 
Livingston College – Salisbury, NC 
Meharry Medical College – Nashville, TN 
Morehouse College – Atlanta, GA 
Morehouse School of Medicine – Atlanta, GA 
Morris College – Atlanta, GA 
North Carolina A&T State University – Greensboro, NC 
North Carolina Central University – Durham, NC 
Paine College – Augusta, GA 
Savannah State University – Savannah, GA 
Shaw University – Raleigh, NC 
South Carolina State University – Orangeburg, NC 
Spelman College – Atlanta, GA 
St. Augustine’s College – Raleigh, NC 
Voorhees College – Denmark, SC 
















APPENDIX G: Interview Protocol 
 
 
Date:______________       Time:__________ 
Site Location: _______________________ City: _______________ Zip Code: _______ 
 
Introduction: Hello my name is ______________________. Thank you for assisting me and 
agreeing to participate in this study on assessment at HBCUs. The purpose is to investigate the 
practice of assessment and student learning outcomes at HBCUs. To do this, I need to understand 
how HBCUs respond to internal and external public pressures while offering meaningful 
educational experiences.  I am interested in learning about your experiences at your institution 
and appreciate your help. The interview will last approximately one hour and your participation 
is voluntary. Participants may choose to withdraw from the study at any time. I plan to audio 
record your responses and keep them confidential in the report. I hope to use this input to 
improve awareness of student learning outcomes at HBCUs.  
 
Questions: (ask and probe for responses) 
1. Who (title, position, etc.) leads assessment initiatives? Is there someone specifically 
dedicated to assessment activities? 
2. What is an example of a SLO? How is it assessed? 
3. Can you talk about the tension around accountability reporting and transparency? 
4. What special services, programs, or benefits does your institution provide? For what 
purposes or with what intended results? 
5. What student success stories are you telling? 
6. What can HBCUs do better to help students develop skills and knowledge they need to be 
effective in the classroom and beyond?  
7. What can majority institutions learn about assessment on your campus? 






Thank you very much for your responses. We hope to use them to give voice to assessment 
professionals and leaders serving diverse student populations and increase HBCU representation 














APPENDIX H: Focus Group Protocol 
 
 
Date:______________       Time:__________ 
Site Location: _______________________ City: _______________ Zip Code: _______ 
 
Introduction: Hello my name is ______________________. I am assisting 
_____________________ with a study on assessment at HBCUs. The purpose is to investigate 
the practice of assessment and student learning outcomes at HBCUs. To do this, we need to 
understand how HBCUs respond to internal and external public pressures while offering 
meaningful educational experiences.  We are interested in learning about your experiences at 
your institutions and would appreciate your help. The focus group will last about two hours and 
your participation is voluntary. Participants may choose to withdraw from the study at any time. 
We plan to audio record the group’s responses and keep them confidential in the report. We hope 
to use this input to improve awareness of student learning outcomes at HBCUs. Would you like 
to participate in this focus group? If so, please fill out the brief participant information sheet.  
 
Instructions: A focus group is like a group interview. We are interested in everyone’s responses 
to the questions, and there are no right or wrong answers. We appreciate your input in the 
discussion.  
Questions: (ask and probe for responses) 
1. Does your institution have campus-wide student learning outcomes (SLO)? Tied to 
mission? Do programs align?  
2. What evidence is there that your SLOs benefits student learning? 
3. How do you articulate what students know and are able to do by the time they graduate? 
What evidence do you have that students know and can do these things? 
4. What can HBCUs do better to help students develop skills and knowledge they need to be 
effective in the classroom and beyond?  
5. What can majority institutions learn about assessment on your campus? 
6. How do you use information to improve and celebrate successes? Do the improvements 
work? 
7. What have you learned from your students? 
 
 
Thank you very much for your responses. We hope to use them to give voice to assessment 
professionals and leaders serving diverse student populations and increase HBCU representation 













APPENDIX I: Contact Summary Sheet 
 
 
Date:  Researcher:  
Approx. Time:    
Location:  
Event:  Genre:  
 
 
   
Description:  
 
Use 5 – 10 words to describe qualities of the experience. 
 
 




What emotions were evoked for you by participating? 
 
 
Were you aware of any thoughts, insights, new knowledge, or directions to explore triggered 




Specifically, did this experience provide what you could call educational opportunities? 




What did you take away from the experience? 
 
 





Please suggest codes that you could use for this field-observation 
 
 
 
